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INTRODUCTION: 
The Drift of the Conference 
The essay which follows carries the slender authority which the 
secretary of a conference acquires when he watches the mimeograph 
and encourages the flow and counterflow of papers, scholarly notes, 
and manifestoes among the conference's participants. 
The abstract for the conference proposal is as follows: 
The purpose of the project would be to produce a 
description of needed research in the area of the in-
service retraining of elementary- school teachers in the 
allied areas of language, literature, composition, speech 
and reading. The project is needed because: (1) The 
curriculum is undergoing a rapid change in these areas; 
(2) The NDEA institutes or other in-service training 
agencies have not come up with enough adequate proposals 
for retraining institutes or a sufficient number of adequate 
curricula to accomplish the in- service job implied by new 
curricula; (3) Research clearly needs to be done as to 
how adequate in- service curricula can be created in the 
area and as to how a sufficient number of adequate re-
training programs can be created. 
It should be remembered that, under Office of Education rubrics, research 
2 
includes curriculum development- -including the development of curricula 
for institutes. 
On February 26-March 1, 1966, the group listed in the roster met 
for about three days--and worked over questions as to how America's 
teachers of grades 1- 6 might be trained (or better, retrained) as scholars 
and teachers of the English language and its resources. 
The procedure of the conference was that five commissioned position 
papers were first read: the paper on Reading by Mr. William Iverson, 
on Speech by Mr. Kenneth Brown, on Composition by Mrs. Dorothy 
Saunders, on Language by Mr. Robert Allen, and on Literature by Mr. 
Bruce Mickleburgh. Subsequently, the committees spent two days and 
much of two nights developing committee modifications and extensions 
of the position papers. 1 The report may be regarded as conceived in 
exhaustion. What is published here are the five position papers, the 
fi ve committee reports and the additional report of the ad hoc committee 
on the special problems of English language arts institutes directed to 
teachers of the culturally deprived--a number of which have been sup-
ported by the Office of Education. The group which gave the papers and 
did the discussing was selected for its diversity--library specialists, 
journalists, classroom teachers of every kind from every level in the 
lThe committees were chaired as follows: Reading, Robert Ruddell; 
Speech, William Buys; Language, G. Thomas Fairclough; Literature, 
Stanley Felver; Composition, Albert Kitzhaber; and Language for the 
Culturally Deprived, Jack Kittell. 
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schools, linguists with an interest in Afghani and psychologists with an 
interest in Plato- - but the principle of selection which we used in seeking 
the group was that every teacher and school person invited should possess 
not only a genuine interest in the elementary schools but a substantial 
background of teaching children (or observing the behavior of children) 
or teaching and training classroom teachers. To dramatize the scholarly 
commitment of the group and its concern for schools (Aries suggests 
that the scholars abandoned the schools in the late Renaissance), we 
prepared a roster which set down all sides of a man's career. Curious 1> 
when one looked at a good number of the vitae of the roster, one noticed 
that it was impossible to tell from the record of scholarly and school 
work--without looking at present positions--whether a man or a woman 
would hang his hat in a so-called "academic" department, an "education" 
department, a coordinator's office or a school classroom. What charac-
terized the group then was that it was made up of scholars from allleve Is 
of our perhaps artificially segmented school structure who had a partic-
ular concern for the application of language scholarship to the teaching 
of elementary school children and who were interested in the development 
of the elementary teacher's mastery of her trade as language scholar and 
teacher. 
That the group, as a whole, had a full commitment to scholarship on 
the one hand and to excellent teaching on the other does not mean that the 
college people and the school people were always talking the same language, 
and, even in the final reports, you will observe some of that jargon which 
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is the special weakness of academicians when they are reminding them-
selves of what they have thought rather than thinking. You will also 
observe some of the insistence on practical horse- sense, the insistence 
that scholarship be brought close to teachers and classrooms and kids, 
which is the special strength of classroom teachers. These reports 
should be written in what the eighteenth century would have called, IIgood, 
plain English; II they are not always. 
The group met with a high sense of the possible successes and 
failures implied by its doing the right or the wrong kind of job: Iverson 
suggested that success iri. an institute program might mean that children 
might get daily to hear someone who loved language and knew its literary 
uses; Mickleburgh suggested that success might mean a Renaissance 
which would make that of the humanists and Encylopedists mean. And 
no one had to remind the group what the proposing of impractical or 
foolish English language training might mean for the child with speech 
or reading difficulties, the child handicapped by his dialectal or linguistic 
set, the child who cannot write what he thinks or think to write, or the 
child whose imagination has been disciplined by the eidola of no meaning-
fulliterary culture. 
If the group was a complex group, aware of its business, it was also 
a political group. Perhaps no area of American education has been made 
more subject to the political in all senses than has the language education 
of the very young. We knew this. Initially when the Nebraska Center 
invited representatives of the professional groups, it did so because it 
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was obviously "good politics"--that is, because we knew that, if the 
materials which follow were to carry any weight, they would have to 
include evidence of substantial participation by the professional societies: 
the IRA, the NCTE, the MLA, the ASA, the ADE, the Commission on 
English and so forth. (Incidentally, Mr. Mark Taylor observed to me 
that, from oversight, we had neglected to invite the ALA; I appointed 
him its unofficial-official spokesman.) We have undoubtedly forgotten 
about many organizations. Considering what the conference recommended, 
the Linguistic Society of America almost certainly should have been in-
vited, and the number of other organizations concerned directly or 
indirectly with the language education of America's children is legion; 
but the group of professional organizations which was present has a suf-
ficiently substantial claim to responsibility in the education of teachers 
as scholars and of children as speakers to speak for legions. One holds, 
with the Senator from New York, that those who wish to take the politics 
out of politics are a bit tiresome; what one could hope for in such a con-
ference as the one reported here is that the tired political power which 
derives from no knowledge would be rendered trivial by the power which 
sometimes derives from knowledge and common sense. To a degree, 
this is, I believe, what happened. People did talk to one another- -not at 
one another; insofar as issues could be defined and programs proposed 
in short compass, they were. The conference was political in that it 
came to be concerned for the polis of our academic "linguistic" society 
as it related to the "polis" of American society generally. 
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Owen Thomas in the essay which follows this urged the group to 
put aside its parochialisms as part of a search for a simpler way of 
viewing the art of language (including its most artful uses)--as part of 
a single concern for the curriculum burden on the bent shoulder of the 
elementary teacher. His sermon, given originally without a written 
text, rather obviously crystallized what was felt to be the purpose of 
the meeting from its beginning. 
And to a degree, the conference did search for syntheses in a 
series of pictures of how language may be analyzed such as that pro-
posed by Mr. Thomas; particularly did it search in possible extensions 
of Iltransformation" theory, Iltagmemic ll theory, and "communicationll 
theory (the jargon is necessary at this point). However, it is fair to 
say that no such synthesis was created because we did not have the 
scholarship to create it. The approaches to the description of language 
and its uses mentioned above do not yet encompass, so far as the 
conference could see, the larger units with which students of composition 
and literature deal; though the literary people and rhetoricians of the 
conference were clearly abandoning the passionate generalities of their 
own approaches to the small units of language and turning to the pre-
cision of recent linguistic descriptions for help with paragraphs and 
sentences, style and prosody, and a wide variety of other matters, they 
had a confidence that the approaches to larger units which they are 
working out or which come from the traditions of literary and rhetorical 
criticism are still valid. 
7 
Indeed, the whole dialogue of the conference may be represented as 
a dialogue between those who regarded language and its uses from an 
analytic perspective, the perspective of disengaged "science, " and those 
who regarded language and its uses from a contemplative perspective, 
the perspective of ordinary user- -of wooer and contemplator of the ideal 
patterns in cultural and linguistic models: Bruce Mickleburgh set down 
the contemplative ideal for the scholar and teacher of literature ("Once he 
understands how and why literature constantly constructs a vision of 
what our world can be ... ") but the ideal has its relevance to other 
kinds of concerns in the area of composition, reading, speech and language. 
Indeed, it may be said that all of the areas which were represented at 
the conference are in process of scholarly transformation, and that the 
transformation was represented in the politics of the discussions: the 
reading area is coming to rely increasingly upon new analytic scholarship 
in language; in language, the early work of the disciples of Bloomfield 
and Sapir is being questioned by the perhaps even more analytic disciples 
of Chomsky and Pike; in speech, the work of classical rhetoricians is 
is being questioned, reshaped, and refined by analytic scholars who deal 
in communication theory and linguistics; in literature, the concern for 
density of meaning in literary works is being complemented by a concern 
to analyze larger generic and "mythic" patterns and the meanings which 
1 they bespeak; and, in composition, the work of classical rhetoricians is, 
1 Or, for other schools of criticism, iconological patterns. 
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at certain levels, being reshaped by specialists in linguistics, logic, 
discourse theory and so forth. 
The passion of the conference was to find a way to help teachers to 
learn the analytic in new scholarship while heightening their opportunity 
to encounter the contemplative, the humane, the model--those "self-
born mockers of men's enterprise" which, in language, in speech, in 
fiction and non-fiction, constitute the ends of that part of linguistic edu-
cation which invites emulation rather than analysis. If recent experience 
with foreign language training tells us anything, it tells us that close 
analysis will allow the scholar and teacher to construct materials suf-
ficiently carefully shaped to inspire "I-will-be-like-it" behavior in 
children; at the level of the construction of materials at least, the analytic 
and the emulative-contemplative may not be necessarily opposed. 
If the conference came to a single view of the arts of language, it 
was, I think, that what is worth teaching teachers about is what is formed 
and systematic in language: in ordinary language, dialectal language, 
literary language or whatever--that is, the structure of rules, usages, 
resources which make speaking together possible. And what is systematic 
was thought to imply its own system of pedagogy, both for teachers and 
for the students of teachers; and here, obviously, we were influenced 
by conventional and widely known studies in the psychology of learning 
by Piaget, Bruner, Hunt, Carroll, and so forth. But if the members of 
the conference sought the structured as it could be identified both through 
an "I-thou" view of language and the systematic as it could be found 
through an "I-it" view, they did not come exactly to Thomas' neat 
system- - but rather to the general view that what is known about the 
arts of language is a series of families of ways of looking at linguistic 
and artistic structure. Whether some of these are unnecessary or 
theoretically incoherent, one must leave to further scholarship. 
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That the conference did not come to an assertion that there is one 
means of viewing language means that the committees did not altogether 
abandon the parochial; a parish is where one lives. The Speech Committee 
report bears the marks of its being written by a committee of specialists 
primarily concerned with Speech; similarly, the reports of the committees 
on Composition, Language, and Literature bear the mark of the expertise 
of the people who served on the committee. Perhaps the committee 
which was most generously cosmopolitan in its deliberations was the 
Reading Committee, but even its report bears the marks of parish and 
former clerk. Perhaps we most assert the common claims of scholar-
ship in the training of teachers when we most assert the unique claims 
of our own area; teachers perhaps will learn most about language, 
literature, composition, speech and reading, about the scholarly and 
imaginative-pedagogical acts necessary to the teaching of all of these, 
from an intensive work with literature (one could say the same for the 
claims of the other committees). But such a stance raises very real 
practical problems. In any case, the most authoritative guidance for 
the construction of institute curricula must be found in an intelligent 
weighing, by the individual scholar concerned with the designing of an 
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an institute, of the opinions of the committees, the subcommittees, 
the individuals, recorded in the pages which follow. It is the job of 
the secretary of the conference to discover those drab commonplaces 
which seem to have been on everyone's lips, to speak the voice of com-
promise and prudence- -those "rich ugly old maids courted by incapacity, " 
and to make his private sense of what was said as public as possible. 
The Polity of Institutes: 
The group endeavored to recommend an institute polity which would 
bring together the distinguished and divided worlds of "subject matter" 
scholar, teacher-education and curriculum scholar, classroom and school 
system scholar and elementary school child--perhaps to the same degree 
as these worlds had been brought together in the careers of the conference 
participants. English Institutes for secondary people have usually been 
institutes in which three courses, in language, literature, and compo-
sition, have been taught and usually by academic departments of English. 
The remainder of the institute has been given over to a workshop examina-
tion of the teaching implications of new subject matter knowledge and an 
examination of curriculum materials, and this remainder has been con-
ducted under the guidance of a scholar in English education and perhaps 
some very professional secondary school teachers. This policy did not 
seem terribly appropriate for elementary institutes. What we came up 
with was a plan designed to put the distinguished and divided worlds back 
together. 
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The Subject-Matter Scholar and The Child: The Experimental School: 
The scholar in the academic department and the child have tradi-
tionally lived a long way apart, and, traditionally, they have spoken to 
one another through a series of middle men. The committees did 
not propose the Populist solution of eliminating middle men, but 
they did propose to put the scholar in the academic department and 
the child on speaking terms: to make them say "How do you do," and 
"How do you do" and "How do you do, again." This means that, in 
most reports, there is an insistence that the institute have the oppor-
tunity to go to children, to teach them, to tryout new scholarship 
and new classroom ideas with them. And it was felt that it would not 
be a bad idea if what Mickleburgh has called "senior scholars" were 
asked to do some teaching with children to tryout their fancy hypoth-
eses--if for no other purpose than to force them to keep their feet 
on the ground. Those who wish to know what these summer demon-
stration-clinical schools can be like at their most workable should 
perhaps write to Professor Rose Sabaroff of Elementary Education 
at the Harvard School of Education (where clinical-demonstration 
work of the kind proposed by the conference has been tried for a good 
while). 
It was commonly, in this connection, recommended that the teachers 
in the institute be invited to be curriculum scholars to the degree 
required by requests that, on the basis of their study in the institute 
(and past study), they create lessons for the children of their own--
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lessons based on the new scholarship which they have mastered in the 
institute. It was suggested that the teachers and scholars be encour-
aged to observe the new lesson and discuss its scholarly and psycho-
logical content in workshop sessions conducted as close to the time of 
teaching as possible. Thus, theory can be tried out in practice which 
can in turn be measured against and measure theory. 
With the concern that the scholar and child be asked to meet in the 
institute went an equal concern to widen and to narrow the definition 
of the kind of English language "subject matter" scholar who might 
appropriately instruct in an Elementary English Language Arts Institute. 
The problem in its barest form may be represented by an exchange 
which took place in the Reading Committee: "Dr. Sustakoski felt that 
linguists were better able to speak for themselves and their field at 
institutes than were /their/ representatives and interpreters who might 
reduce the accumulated knowledge of linguists to an intellectual pab1um; 
Professor Lefevre retorted that linguists themselves might add their 
own misinterpretations or might be equally misunderstood. II The 
problem is a crucial one; on the one hand, while it is probable that a 
great many people in education have jumped for the bandwagons which 
are going for linguistic scholarship, communication theory, and various 
sorts of archetypal or structural literary criticism which might be sig-
nificant for elementary English training, it is also probable that many 
advocates of the usefulness of an area are not also its masters. Con-
verse1y, it is equally obvious that a great many scholars who are masters 
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of linguisticsl or whatever know almost nothing about the elementary 
classroom, about children, or about elementary teachers and, 
moreover, that they habitually use a professional vocabulary cal-
culated to assure teachers that what they have to say is both foolish 
and irrelevant to the elementary classroom. What is wanted then 
are people who are very professional as scholars, who speak and 
write and teach with clarity, who know the problems of elementary 
teachers and the look of a classroom and child. 
Several suggestions were offered as to where such people might 
be found. It was not the inclination of the group to say that they would 
or would not be found either in English or Speech departments or 
Elementary Education departments. Obviously, the scholarly comp-
etenceof the group speaking and the character of its interest in both 
the art of language and in children made that posture ridiculous. But 
the series of suggestions as to where the competence and clarity 
needed might be found concerned itself more with capacities and com-
binations than with niches: Mickleburgh speaks of teams of "L-:-pupils, 
teachers!, education specialists, specialists in Children's literature 
and advanced critics and scholars"; Allen speaks of "experienced 
2 
/-;choof! teachers who have had intensive training in linguistics" and 
1 I use linguistics here because it came up so often in the discussion. 
2 Allen also remarks, "Linguists who have never visited elementary 
school classes--or, at best, have had no contact with elementary school 
teachers would probably be among the worse resource persons for a 
language arts institute. " 
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recommends also college scholars who do know elementary schools and 
Llinguistic;f professors in teacher training colleges who have worked 
with elementary school teachers; Brown speaks of the need for team 
teaching situations and for collaboration among departments of Speech, 
English, and Elementary education; the language Committee follows 
Raven McDavid in supporting a staff made of "middle group people" who 
are in control of the most advanced scholarship and who are, yet, in 
touch with the schools; the Reading Committee pushes for the "scholar-
teacher." What is important is that writers of institute proposals give 
evidence concerning both the scholarly competence and the knowledge-
ability about schools of the staff which they propose, and this evidence 
cannot be provided simply by lists of publication. It might partly be 
provided by vita lists which describe the person's experience and by 
recommendations from both advanced scholars and school people. 
Obviously in cases where the staff member's breadth of competence is 
well known, such materials would be unnecessary. 
What I have said about staff thus far, I have applied only to teach-
ing staff, but the same general rubrics should, more or less, apply to 
workshop leaders, demonstration teachers and so forth. If the staff 
of an institute does not form an intellectual community which is general-
ly in the possession of a common body of scholarship and a common 
sense of the ins cape of this school and that child, if the structure of 
the institute does not grow out of a common sense of the shape of the 
discipline, one doubts that the administrative subtlety of McNamara 
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could make an institute amount to much. And with that goes the im-
plication that the staff should be given opportunities for frequent 
scholarly discussion with one another and with teachers and should 
participate in and/ or observe one another's activities in lecture, 
demonstration class, etc. The staffing of elementary English Language 
Arts Institutes will probably be a very expensive business. 
The Teaching Design ~ the Institute: 
In one area, I, as the secretary of the conference, made a tenta-
ti ve recommendation to the members of the conference and to the 
writers of the position papers--a recommendation which I also encour-
aged them to feel free to ignore: 
Since the (conference) groups are so organized as to assure 
a vigorous discussion, it will be useful if you /the writer of the 
position pape0 can organize your writing unde; "blocks" or 
units which you regard as important in a program: e. g., dia-
lects, literary forms, phonetics and clinical work (or whatever) 
etc., etc. You must, of course, choose the blocks and describe 
them in the depth which you see as appropriate. Your using an 
organization according to suggested institute blocks will permit 
the discussion groups to analyze your remarks block by block 
and accept, reject, or modify in a systematic way. For instance, 
I would imagine that a dialects block would serve all five dis-
ciplines. I suspect that, as Bob Hogan recently suggested to me, 
any meaningful institute that strives to serve all five areas will 
have to include a number of "modular" blocks that provide 
central information relevant to the teaching of three to five of 
the areas with which we're concerned. 
This format was not used by all writers of position papers; in some 
cases, I made the suggestion too late (Speech) and in some cases the 
subject did not easily lend itself to a "block" division (Literature). Owen 
Thomas urged a somewhat similar institute organization: 
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Fundamental to each institute should be a course in the value 
of the system of language. Complementary to this, there should 
be . . . modules ... which are concerned with the application 
of the system in various areas: speech, composition, drama, 
reading and so on. Not all participants in the institute would take 
all available modules; probably not all possible modules would 
be offered at each institute. But as each participant worked with-
in a module, he would see how the theoretical basis of that module 
was the same as for every other module. He would also begin to 
see how the modules interact, how--in fact--it is possible to 
instruct children in several "arts" at the same time. 
Essentially I think that the conference bought this package with the 
reservations that space be allowed both for analytic and for the contem-
p1ative approaches to language and its arts, and with the provision that 
what is said in the "module" be tried in the institute in classrooms and 
wi th childr en. 
If we were to ask the subject-matter question of the conference, it 
would read: "What must elementary teachers know about the English 
language if they are to teach its widest resources to children in any 
meaningful way?" The "must" was put in because we wished to observe 
a doctrine of thrift- -not wishing either necessarily to advocate the de-
struction of the self-contained classroom (though that position did find 
some support at the conference) and not wishing to commit the e1emen-
tary teacher to a decade of "retraining" in language to be followed by 
equally long periods of retraining in the social sciences and in mathe-
matics and the natural sciences. It may well be that this conference 
is the first gong of the knell of the self-contained classroom in the 
sense that its deliberations dramatize the tremendous weight of scho1ar-
ship and professional skill which ought to go with the elementary teacher 
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into the clas sroom. The conference preferred not to hear this sound--
if it was a sound--and preferred to assume that great knowledge could 
be got in short compass, that America I s teachers of elementary self-
enclosed classrooms would generally be kept part of the scholarly 
community, despite the rapidity of scholarly and curricular change, 
through teaching programs for them which seize on the es sential, the 
basic structures- - as a Bruneresque psychologist would define them--
which are presumably both the structures which elementary teachers 
must know and which they must directly or indirectly represent to 
children. Still the burden is great. 
The other elements in the question must also be defined: by the 
English language was meant the language as a system among systems 
of communication and its full resources for allowing man to speak to 
man. This meant that every committee directly or indirectly specified 
that a core block or series of blocks in the training program should be 
a high-level course in linguistics and the system (or systems) whereby 
we communicate. 
The group did not ignore the matter covered by the phrases "if they 
are to teach to children." Here what is envisaged is a perhaps les s 
imposing block or group of blocks concerned with society and the in-
di vidual and what Ortega has called "the socializing of the individual 
through the process of assimilating the structure of language." The 
fields which might contribute to such a block would be the fields which 
relate sociology and linguistics and those which relate psychology and 
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linguistics. This block might also include introduction to what knowl-
edge we have as to how children learn logical and imaginative constructs 
in various societies and social groupings--a study which could inform 
the teacher's understanding of curricula which ask that children dis-
cover intellectual principles for themselves, as well as inform the 
study of literature for children and composition study designed for 
children. 
The third a,rea may be defined by the phrase: "And its widest 
possible resources." Here I think that study must generally be turned 
from what I have called the systematic and analytic to what I have called 
the structured and contemplative. Obviously one does not teach to 
children what the culture already teaches--what they learn merely by 
being alive--although one may teach them to be self-conscious in their 
understanding of popular genres of artistic and discursive expression. 
Education must carry children beyond what they would acquire if they 
were in the street. What 'vas meant by the widest possible resources 
was (a) the deepening of the understanding of popular communication and 
culture; (b) the broadening of the knowledge and the deepening of the 
understanding of those discursive and imaginative resources of the 
language which are not popular or automatically acquired; and, possibly 
(c) the deepening of the understanding of what children can do with the 
"non-popular, non-automatic" linguistic resources. And in this area 
would come a study of a series of "kinds" or forms of discursive and 
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1 
fictive writing and the logical and symbolic resources which commonly 
enter into such writing. 2 This then would suggest three central teach-
ing blocks: (1) language and systems of communication per se; (2) 
language as learned by children and taught by "society"; and (3) special 
imaginative and discursive uses of language. Now to detail. 
3 The Central Blocks: 
If the three central blocks concern (1) language as a system; (2) the 
interaction between the individual child and his society in the learning 
of linguistic systems and their uses; and (3) the imaginative and discur-
sive uses of language for children and adults, they would appear to need 
to contain the following information: 
1. 0 Language as a system: 
1. 01 The history of the development of English: The language block 
should probably include some attention to the history of the development 
of English including attention to the shift from reliance on the inflectional 
to reliance o~ the syntactic as "central" in the grammar of the language 
(as Old English forms are replaced by Middle English ones); and, with 
this, could go a description of the impact of the Norman invasion upon 
linguistic history; of shifts in the phonological and graphemic structure 
1 I use the word "fictive" generally in the sense in which Macrobius 
uses the phrase "narratio fabulosa. " 
2 By symbolic, we also mean what modern critics mean when they 
speak of "mythic" or "iconological" elements, and, by resources, we 
mean something akin to "elements" and "operations. " 
3 The following analysis of what might go into an institute is drawn 
from an inventory of all of the position papers and committee reports; 
it is an effort to see what specific common job of work they point to; 
but it may be that Martial's epigram to Fedentius should be applied to 
what I have done to the work of the committees. 
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of the language which are particularly relevant to the understanding of 
reading; and of dialectal-regional variation in the Old and Middle English 
period as those bear on dialect and usage variation in modern America, 
particularly variations found in what are popularly called substandard 
dialects. This unit, like a number of the language units, could perhaps 
be done through crash teaching with films, special publications, con-
sultants, as well as text materials. 
1. 02 The history of writing systems: The institute should also 
glance, at least in a cursory fashion, at the history of writing systems, 
at their variety, and the special strengths and weaknesses of the various 
forms of writing correlative with the spoken language. A historical 
block would lead to the study of the modern writing as it represents (or 
is) the language- -this study relevant to reading, language and composition. 
1.03 The history of language study: The committees generally urged 
a study of the history of language study along with the study of the history 
of the language, and some committees suggested that the survey go 
back as far as Greco-Roman analyses and include (1) "Lowthian" 18th 
century systems which derive from these; (2) the great philological and 
lexicographical systems of the pre-Bloomfieldians; and (3) post-
Bloomfieldian systems, particularly structural, transformational, and 
tagmemic approaches. (One of these "ways of looking" would presumably 
underlie the whole block's description of linguistic system and would, 
for instance, determine whether pho~ology, morphology and syntax were 
studied as separate subjects, whether morphology and phonology were 
grouped together as "morphophonemics, " or whether morphology and 
syntax were joined. ) 
1. 04 The history and communication systems: The block could give 
a brief history of systems of communication (symbol systems) collateral 
with English--a matter recommended by the Speech committee. 
1.10 The physiology of sound and language: The committees generally 
recommended that some attention be given to the study of the physiology 
of language, of speaking and hearing, to the study of the physiology of 
simple speaking or hearing disorders, and to the basic principles of 
acoustic and articulatory phonetics. 
1.11 Phonology: The study of the physiology of speech and hearing 
per se can in turn be extended into a study of sound insofar as it "says 
~ething, " insofar as it is part of the describable "grammar" of the 
language; here the system for describing "grammatically effective" 
sound differentiation mayor may not require a concomitant attention to 
grammatically effective word forms (morphophonemics) depending on 
the kind of analysis of language chosen for the institute. With the study 
of grammatically effective sound at the segmental level can also go an 
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attention to intonation patterns and to prosody- -and, with the study of 
intonation, of such punctuation conventions as pattern with the melody 
of the language. Likewise, any institute which plans a serious reading 
module must attend to the relationale of the alphabetic writing system, 
to the degree to which it may be seen as more or less coordinate with 
sound and intonation patterns of the language or with patterns of sound, 
word form, dialect, and so forth (phonemics-graphemics, graphemics-
morphonemics, morphophone study, etc.). No one should expect this 
study in the central block to unlock all reading or to point to any reading 
system; it may, perhap~, give the teacher the information available 
from linguistic researches which will assist her understanding of what 
goes into reading. 
1.12 Morphology: Obviously particularly important as a separate 
study if the approach to system is an approach rather closely derived 
from Bloomfield's work. 
1.13 Syntax: The study of syntax may be undertaken simply or 
together with the study of morphology- -particularly in institutes which 
do not depend on Mr. Chomsky's work but rather on the work of the 
followers of Bloomfield or of Pike. With this may also go some 
attention to the relationship between syntactic structures common in 
speaking and those rare in speaking but common in writing--in adult 
writing or adult professional writing (relevant to reading, speech,· com-
position). The study of syntax may also, in some institutes, be extended 
into the study of syntactic interdependence between sentences- -what-
ever bearing linguists may see this as having upon the way in which we 
put together paragraphs. 
1.14 Meaning: None of the committees went very deeply into the 
question of "how a work or a sentence means"--but all wanted the 
institute to deal with the question of meaning and its analysis; questions 
of "semantics, " connotation, logic- -these all came up. Perhaps no 
area needs more attention or has less material which is philosophically 
rigorous and relevant or available to the elementary teacher. If one 
can ask how a work or a sentence means, one can ask when it is meaning-
less--surely a question which ought to concern us when we try to deal 
wi th childr en. 1 
1. 2 Dialects and Usage: Pretty obviously much of our elementary 
language education is dying of thirst for some really solid knowledge 
about dialects and usage not only as it may enable the teacher to understand 
I Here I am indulging in a bit of special pleading which goes beyond the 
explicit statements of the committees. 
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the sound patterns, usage, word choice, and grammar used by his 
children but also insofar as it may enable him to choose how he will 
teach this or that child and what (d. 1. 01). 
1. 3 Dictionaries: Their making and function (d. 1. 02): The con-
troversy over the Third International should make the need for this kind 
of study obvious. 
2.0 The Learning .9i Language: This section should include some 
general discussions of the nature of linguistic competence and of its 
effects on the child's capacity to influence his environment. 
2.10 Physiology and Learning: The physiological matters which 
bear on a child's learning of language: the reading and speech committees 
were particularly concerned with these matters (should pair with 1. 10). 
2.12 The Learning ~ Sounds and Grammar: The stages according 
to which children appear normally to acquire a grammar: this section of 
the study should concern itself with studies in the acquisition of control 
over the sound-grammar of the language (phonemics, intonation, rhythm), 
its morphology and its syntax--as these matters are discussed in studies 
by such persons as John Carroll, Ruth Hirsch Weir, Ruth Strickland, 
Walter Loban, and by a number of members of the conference--partic-
ularly members of the Speech Committee. The analysis of this problem 
as it relates to written syntax is being done by Kellogg Hunt, Eldonna 
Evertts, and others. This analysis of stages in the acquisition of pho-
nological, morphological and grammatical structures should be correlated 
with 1.11, 1.12, and 1.13. ,Relevant to reading, language, speech, and 
composition. 1 
2.14 The Learning .9i Vocabulary: The stages according to which 
children acquire a vocabulary and, with this, the development of their 
sense of the relationships between words and things, their sense of 
imaginative and logical relationships: the kind of matter studied by 
Piaget, Hunt, Brown, and so forth. This unit should be correlated with 
1.14 and should be useful to study in all of the language areas (Reading, 
Speech, Language) as well as to Literature and Composition. 
2.15 The Individual and Language Learning: The relationship to 
language learning of intelligence and of a variety of personal emotional 
and physical factions: the function of language learning for the child: 
feedback, etc. The realm of the creative: psychological and social 
1 The discovery of staff competent in these areas will be particularly 
difficult. 
factors which seem to make a child more a free being, more able to 
manipulate the syntactic, logical or imaginative structures provided 
by school and society to enable him to speak his piece to the world. 
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2.2 The Press ~ Culture Upon Language Learning: Cultural 
variation as it affects language learning not only in the area of dialect 
but in the areas of the formation of a vocabulary, of an "imaginative" 
world and of a conceptual scheme--as it affects the child's capacity to 
get what he wants from the world to which he speaks (correlative with 
1. 2). 
3.00 Imaginative and Discursive Uses ~ Language: 
3. 01 Oral-literature and Oral Discursive Situations: Oral formu-
laic literature, children's oral storytelling; .oral discursive situations 
and the speaker-audience relationship in the oral context. 
3.02 Written literature and "written discursive" situations: 
The special artist-audience "communication" problems raised for 
children and for adults by the fact of writing: the disappearance of the 
personal presence: the persona, point of view, etc. (It is assumed that 
linguistic-rhetorical matters having to do with sentences and smaller 
units of language separating "oral" from "written" situations would be 
treated in the language sequence of the course.) 
3.03 The conception of genre ~ "systematic structure" in discur-
sive and literary writing: The section might include so~ analysis of 
the idea of "discourse structure"; it should also deal with the concept 
of similar structure--conventional generic structure or mythic struc-
ture--in a work of imagination. With this might go some analysis of 
generic models: from report models to fables, etc. 
3.04 The central mythos of Western writing and related central 
literary structures: Study of original texts setting forth the central 
Biblical eidola, Greek eidola; epic; tragedy, and its modes; comedy and 
its modes; the use of oral or "oral-formulaic" myths of the region; the 
figural dimensions of writing- -allegory, symbolism, archetype- -in the 
above modes. The work done in this section should correlate with 1. 14, 
2.14, and 2.15, and some at tention to poetic structure would be appro-
priate here though one would expect prosody and the structure which it 
imposes to be treated with phonology. With this study might also go 
literary-critical examination of children's writing depending more or 
less on the myths and modes described above (d. Mickleburgh); and 
with the study of tragedy and comedy might go a study of the literary-
oral artifice of drama and of children's creative drama. 
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Timing and The Core Block of Instruction: 
It may seem that the units of study described above are too ambi-
tious for a program of institutes of one summer's duration; perhaps we 
need two summers or a year. "But always at my back I hear the sound 
of motorbuses and horns which bring Sweeney to Mrs. Ignorance in the 
spring. II Most of the committees appeared to urge that the core blocks 
be programs of saturation training. It appears to me that programs of 
saturation training carefully devised could do segments I & II. the 
analytic side of the analysis of linguistic structure and language learn-
ing. in 4-6 weeks; segment III (Imaginative and Discursive Uses of 
Language) could perhaps be done in another four weeks if some such 
package as the following were tried: 
Language Supporting 
Modules 
History of the Study of one Study of 
development of grammatical model conventions 
English; of (phonology-mor- of dialect 
Western writing phology- syntax) and and usage. 
systems. lan- of its picture of 
guage study and language 
analogous symbol 
systems 
II LANGUAGE LEARNING 
The stages in the Study of the 
acquisition of a influence 
sound system and of culture 
grammar 'on the 
child's 
language 
learning 
Week I Weeks II. III. IV Week V 
No Workshop Workshop and Workshop 
demonstration and 
classes demonstra-
tion 
classes 
Study of A. Speech 
lexicon. B. Readin 
meaning, C. 
g 
ge 
si-
Langua 
logical D. Compo 
uses of tion: 
language the 
rhetori c 
of the 
smaller 
units 
Study of 
the 
cognitive 
develop-
ment of 
the child 
Week VI 
Workshop in support 
ing modules; demon-
stration work; 
clinical clas ses 
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A four or five week institute would obviously have to present a very con-
densed picture of grammar and grammatical analysis. If a 4-5 week in-
stitute in la.nguage and language-learning could be continued for, say, 
3-4 weeks more, it might be possible to include Block III in the same in-
stitute. Block III deals, in the main, with what I have called contem-
plati ve (or generic-rhetorical) approaches to the system of language and 
centers on the creative element in the exploring of the total resources of 
the language. 
Week V 
Oral-oral literature 
I and oral discursive 
situations 
The writing situa-
tion: Writer-
II audience relations 
and situations 
The concept of 
genre in dis-
III cursive and 
fictive writing 
No Workshop 
Weeks VI-IX 
Genres and myths: the 
imaginative structure 
Supporting Modules 
Literature for children 
~------------------------------------of western literature Speech: story telling, 
and writing for chil- oral composition, 
dren creative drama 
Mythos 
epic 
comedy-romance 
tragedy 
allegory 
symbolism 
archetype 
poetry 
Workshop, seminar, 
and demonstration 
classes 
Composition: fictional 
and non-fictional 
larger units 
Reading: the literary-
reading program 
Clearly the greatest pressure will come in the area of the unit on "genres 
and myths" since it requires a heavy dose of serious reading in the great 
humane literature of the West and not training in such a system of analysis 
or such a series of perceptions as can be handled easily in a program of 
saturation training. It may be possible to have teachers read the larger 
works to be studied before they come to the institute so that the institute 
will allow quicker rereading. It may be possible to space component III 
as a single workshop course across a whole year--an on-the-spot course 
for teachers (though this would require that the institute accept teachers 
from the area). It might be possible to make component III into Part II of 
a two summer institute or the second semester of a year-long program. 
And with this should go substantial workshops and individual work with 
writing and with preparing lessons--all of this in an atmosphere which 
builds the teacher's confidence in her own scholarly and "creative" abil-
ities; such work is described particularly well in the suggestions of the 
position papers and of the committee reports dealing with literature and 
composition. 
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Supporting Modules: 
It is not the place of this introduction to describe in detail what 
ought to go into the supporting modules since the reports of the individual 
committees speak for themselves and require no pulling together. It 
would appear that into the reading module should go the matters which 
Mr. Iverson discusses in turning from theory to practice (readiness, word 
identification, comprehension, instructional procedures and arrange-
ments, materials, and devic~s, and evaluation) and those which the Read-
ing Committee discusses under "Methodology of Reading Instruction"; 
the language Ilmodule, II if one exists, should go into the matters discussed 
under basic skills and creativity, in the Language Committee report; 
since the central blocks deal intensively with language and language learn-
ing, a supporting module concerning "language applications ll may be per-
functory. The speech module should probably go into the matters dis-
cussed under the heading IIPrinciples and Skills Required of the Classroom 
Teacher ll in the Speech report, and the Composition module should work 
in conference with teacherls writing (and childrenls writing as Mrs. 
Saunders suggests and as the descriptions of the colloquium in the same 
report suggest), Not only should the literature module do what Mickle-
burgh and the literature committee suggest be done in workshop and demon-
stration, but the literature module, as suggested in these two statements, 
may form a model for work in every other area. 
In every case, the supporting module should require that the parti-
cipant prepare to tryout new materials--new lessons which he has 
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found in new curriculum materials or preferably written for himself; 
these materials and his teaching act should bring together his new 
knowledge about the subject, about psychology, and about style in 
teaching. At a number of points in the institute, the participant should 
be able to make children his scholarly colleagues in the pursuit of new 
knowledge. As Owen Thomas suggests, some institutes will wish to 
suggest that teachers work in one supporting module--some in three, 
four or five. Certainly the work should not be so thin as to be worth-
less, but, if the institute has as many as five supporting modules and 
each participant works in but one, then opportunities for frequest dis-
cus sion between groups should be provided. Certainly all persons who 
teach or discuss or whatever in the supporting module should attend all 
"block" teaching sessions and most demonstration sessions. What is 
done in "core block," in "supporting module, " and in lessons prepared 
for the clinical classes should be as root and branch of a single scholarly 
concern. 
Materials: 
Not only will the location of staff for the blocks be difficult. In-
tensive training of the kind proposed here assumes the preparation of 
fuller, more carefully worked out syllabi than can be found in this intro-
duction or in the reports which follow. The methods according to 
which such syllabi might be prepared are various, and one need not 
spell them out here. However, it may be appropriate to suggest the need 
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for brief, lucid, and profound summaries of the knowledge available in 
the areas indicated in blocks I, II and III and in the supporting modules. 
It would also be useful if bibliographies such as that included by the 
language committee would be prepared for every area, if source books 
of outstanding and lucid essays in the various fields were prepared, 
and if professional groups would prepare lists of consultants partic-
ularly well qualified to serve institutes in various ways. 
Summary: 
What the conference said, I think, is simple and obvious. It said 
that we are not, in working out the training of teachers, simply dealing 
with a retraining job. We are dealing with a reshuffling job; it said that 
we cannot assume that educators can work at retraining apart from work-
ing in clinical schools where children are educated, that scholars can-
not exist apart from the schools. It said that the language curriculum 
can no longer be fragmented at its center. It said that the study of 
language as it hits the child- -its structure, its learning, and the picture 
of the world rendered by its imaginative or logical models--is the 
center of our business, that this is one business; finally, the conference 
said that all of what we do must ask that scholars, teachers, and 
children form a single intellectual community working at discovering 
what the structure of the dialect of the tribe is. 
This pursuit of the question of what language is and how it is learned 
is as old as philosophy; Augustine, in the Confessions reminds us of the 
antiquity of the conference's concerns: 
When they (my elders) named some object, and accordingly 
moved toward something, I saw them and I grasped that the 
thing was called by the sound they uttered when they meant 
to point it out. Their intention was shown by their bodily 
movements, as it were the natural language of all peoples: 
the expression of the face, the play of the eyes, the move-
ment of other parts of the body, and the tone of voice which 
expresses our state of mind in seeking, having, rejecting, 
or avoiding something. Thus, as I heard words repeatedly 
used in their proper places in various sentences, I gradually 
learnt to understand what objects they signified; and after 
I had trained my mouth to form these signs, I used them to 
express my own desires. 
And Wittgenstein, on the passage from Augustine, reminds us that 
the job remains new: 
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Augustine, we might say, does describe a system of communi-
cation, only not everything that we call language is this 
system. And one has to say this in many cases, where the 
question arises "Is this an appropriate description or not?" 
The answer is "Yes, it is appropriate, but only for this 
narrowly circumscribed region, not for the whole of what 
you were claiming to describe." (Investigations, I, 3) 
One may appropriately ask the same question of this document's des-
cription of language, language training, linguistic usages--as these 
carry implications for speaking with teachers. And one could 
appropriately give the same answer: "Yes, it is appropriate, but 
only for a narrowly circumscribed region. " 
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Reading in the English Language Arts Institute 
William Iverson 
As sociate Dean of Stanford School of Education 
Stanford, California 
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I have just gone through the humbling experience of helping prepare 
for Educational Testing Service an examination designed for specialists 
in beginning reading. I found I had to be extremely careful about what 
the right answers were. The experience reinforced an earlier chastening 
time in 1952 which I spent with the late Professor William S. Gray. As 
a post-doctoral fellow I had gone to the University of Chicago to review 
the most complete library on research in reading then available. I had 
gone to resolve my uncertainties. Under his compassionate guidance I 
found that I had to retain my uncertainties. I was able to refine them 
but not to purge them. 
Both experiences find a rough analogy in the request I received this 
month to present this position paper on reading. The reading test, for 
various reasons, had to be done with great haste. The sojourn with 
Profes sor Gray had to be undertaken with minimum forethought. This 
paper has had to be composed without the time for extended reflection 
which it deserved. My fondest hope is that uncertainties be further 
refined--perhaps some even purged. 
At the suggestion of Paul Olson, I will try first to carve out some 
large blocks which surely must have attention in any institute designed 
to give teachers perspective on the English language arts in the elemen-
tary school. Each of the blocks is of general relevance to the whole of 
the language arts program; each is also of import to the reading component 
of the program. The central block must include: the English language, 
the development of facility in the English language in children, the 
desired ends of English instruction in the elementary school, the kinds 
of knowledge and competences needed by teachers to secure those ends 
of instruction. 
I would think that the most important block of instruction in the 
institute ought to be devoted to a study of the English language. It is 
certainly clear that elementary teachers, with rare exceptions, do not 
know in any depth how their native tongue has developed over the centuries. 
They are not fully apprised of its functioning today. Professor Fries, 
as long ago as the twenties, said in his book on language that a teacher 
ought to know what the long term trends of language development were. 
It is even clearer now that teachers need this perspective at the very 
least to avoid Quixotian battle on grounds long since conceded. For 
example, in reading instruction teachers ought to know that the anonymity 
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of the vowel in the unaccented syllable, the schwa sound, has developed 
over some seven centuries at least. Any work on orthography in rela-
tion to sound under the rubric of phonics, spelling pattern, or whatever 
term is preferred, must take realistic cognizance of that fact of histor-
ical development. Similarly a clear sense of the functioning of the 
English language today has obvious relevance for the teacher of reading. 
The Committee on Linguistics and Reading, of which one of our conferees, 
Professor Tyler, is chairman, has noted six areas of relationship: 
1. The Study of the Writing System: The Beginning Reader 
2. Syntax, a Broad Basis for Reading Comprehension 
3. The Grammar of Rhythm and Melody as Related to Reading 
4. Wording and Meaning 
5. The Subgroup Dialect in Speaking and the Standard Dialect 
in Reading 
6. Reading as a Part of Knowing Language and Literature 
As the Committee says, "Linguistics helps the reader read better, 
then, because linguistic study helps him to understand better the orders 
of language: its writing system, its grammar, intonation, lexicon, and 
its relationship with other dialects and with other languages." (Unpub-
lished document, Committee on Linguistics and Reading, NCTE and IRA, 
1964. ) 
This study of language ought to form a central block from which 
all the language arts draw support. Speaking, listening, writing 
obviously can make applications similar to those indicated for reading. 
Wherever else we may differ surely we can all agree that the greatest 
single resource for improvement in elementary English instruction is to 
be found in a heightened awareness by teachers and their students of the 
workings of their native language. 
Bruner in his new book, Toward a Theory of Instruction, speaks 
of language as a "tool of the most gene;al sort" ar;:d remarks "that dis-
covery how to make something comprehensible to the young is only a 
culmination of making something comprehensible to ourselves in the 
first place--that understanding and aiding others to understand are both 
of a piece." (Excerpt published in Saturday Review, 49:71, February 19, 
1966.) So, perhaps, if we can clarify what historical and current 
linguistic knowledge belongs in these institutes and, in turn, communicate 
that knowledge to teachers, we may have some grounds for optimism 
about the benefits to be gained by children. 
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The second block of instruction of central importance to all the 
language arts should concern itself with how this linguistic system is 
mastered by children. Here teachers need to know something of the 
physiological, the psychological, the cultural--and of their interplay 
with the system. Again, it is my impressi on that elementary teachers 
do not know enough about these matters to make a difference in the way 
they conduct language instruction. 
We all agree, for example, that speech is the basic form of any 
living language. Yet only the teacher especially trained, in a speech 
department or elsewhere, is likely to know very much about how the 
sounds of the language are produced. If teachers are to use effectively 
in reading instruction such a linguistic principle as that of minimum 
contrast (between a voiced and a voiceless phoneme, for example) 
some elementary knowledge of the physiology of language appears 
necessary. Such knowledge seems especially critical in order to teach 
with neither overdirection nor underdirection the child with a markedly 
substandard dialect or from another language background. Sapir said 
in the twenties that in those whose language background is other than 
native the view that "aside from a few striking differences ... the 
sounds they use are the same as those they are familiar with ..• (is) 
... naive ... largely illusory "(Edward Sapir, Language, 
Harcourt, 1921, p. 44). 
Or to take an example from the psychology of language, how many 
elementary teachers would understand what Nelson Brooks was dis-
cussing when he said, " ... the mind of the child far from being a 
tabula ~ which passively receives the language /patterns/ of the 
community as they are impressed upon it, is rather an active agent 
with a prodigious capacity for parole, and it is the interaction of his 
parole with the langue of the community as represented in the behavior 
of those around him that first leads him to the use of language symbol-
ization." (Nelson Brooks, Language and Language Learning, Harcourt, 
1960, pp. 36-50.) Of course, we do not want to burden teachers with 
technical details but certainly somewhat greater sophistication about 
the psychology of language is desirable. One of the fields of psychology 
growing at an accelerating pace is that concerned with verbal behavior. 
We need to begin making more explicit the bridge between psycho-
linguistics and elementary school language instruction. 
Finally, there is the whole realm of cultural press on language. 
We must help elementary teachers know more about the kind of problem 
which concerns Bruner when he says: 
The importance of early experience is only dimly sensed 
today ... In the last few years there have been reports show-
ing the crippling effects of deprived human environments, 
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as well as indications that 'replacement therapies' can be 
of considerable success, even at an age on the edge of 
adolescence. The principal deficits appear to be linguistic 
in the broadest sense--the lack of opportunity to share in 
dialogue, to have occasion for paraphrase, to internalize 
speech as a vehicle of thought ... In time, and with suf-
ficient failure, the gap is reinforced to irreversibility by 
a sense of defect. (Excerpt from"Toward a Theory of 
Instruction," Saturday Review, 49:73, February 19, 1966.) 
At this juncture, I may need to say that I do have in mind an eight 
weeks institute and that I do realize how much I am asking. It is true 
that in these two blocks alone there is substance for a curriculum 
much longer than eight weeks and We have not even begun to speak of 
the particularities of reading instruction. Yet I also am convinced 
that without these central b1ocks--and two others of which I will speak 
briefly- -the whole institute has no foundation, however long or short 
it is. 
One of the two central blocks remaining on my construct for the 
institute is devoted to an overview of the whole English language arts 
program in the elementary school. Unless we can communicate more 
successfully than we have in the past the essential integrity of good 
English instruction we will continue to have weak programs. We can 
never have the best reading instruction without its being taught integrally 
with speaking and listening and writing. And the converse, of course, is 
equally true. We can never have the best writing or the best speaking 
or the best listening unless they are of a piece with the reading program. 
We must show in the institute how to obtain this essential mutual rein-
forcement. Without this cyclical interchange among the language arts 
we will continue to have the kind of program exemplified in word 
analysis in reading unrelated to spelling which is in turn unrelated to 
writing. As Hans Guth says, "The subject matter of English is not an 
accidental accumulation of more or less remotely related areas of 
interest. It is unified by its concern with the workings of 1anguage--its 
purposes, functions, and effects. To counteract the effects of spec-
ialization and fragmentation, English teachers must define their dis-
cipline in such a way as to stress this underlying unity." (Hans Guth, 
English Today and Tomorrow, Prentice-Hall, 1964, p. 5.) 
The last central block on my agenda for the institute concerns the 
kinds of competence teachers ought to strive to attain if they are to 
succeed in language instruction. I realize those who come to the in-
stitute are mature and have completed a program of preparation for 
teaching. But it is my impression that while the preparation of high 
school English teachers leaves much to be desired (the recent survey 
of the National Council of Teachers of English made that statement 
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irrefutable)' the preparation of elementary English teachers is even 
weaker. I think we must extend the preparation of elementary teachers 
considerably or we must make some kind of teaching arrangements 
whereby we restrict the number of disciplines they are expected to 
teach. Meanwhile we owe it to the teacher attending these institutes 
to try to stimulate enough enthusiasm so that after they leave the in-
stitutes they will want to extend their preparation on their own. Are 
they unaware of fine poetry for children? Let them begin to read it 
now. Have they never written a line since their student days? Let 
them struggle to compose. Do they not know the art of story-telling? 
Let them learn the high joy of children caught in a tale well told. A 
kind of individual study program tailored to each institute member 
ought to make possible a beginning toward extension of competence. 
One of the key criteria of the succes s or failure of the institute must 
be that the teachers are determined to learn more of the great heritage 
of English and to bring their continuing education to the service of 
children. 
Now there are obviously other central blocks of instruction in 
the institute for which an equally strong case can be made. I will 
content myself with these four: language, language development in 
children, the ends desired in language arts instruction, and the ex-
tension of teaching competences needed to secure those ends. And I 
will turn now to the particulars of reading instruction. 
First, I think a clear understanding of what we know about the 
reading process ought to be developed. We can draw on the central 
blocks we have just discussed. We know reading is a language process. 
We ought to show concretely the relationships to linguistics such as 
those previously listed from the Committee on Linguistics and Reading. 
We know reading is a physiological process. We ought to demonstrate 
explicitly that reading is not primarily resident in the eyes. As Carl 
Lefevre, another of our conferees, has said, it is not an eye-directed 
enterprise but a "language-directed ll enterprise. We know reading 
is a psychological process. We ought to explain something of the 
complexity of the forces playing upon perception. We particularly 
need to expand teachersl view of the process as a rather narrow, 
mechanical act, principally word recognition. Thorndike l s old notion 
that reading is not distinguishable from thinking of the so-called Ilhigher 
sortll is still relevant as is his idea that lithe mind is assailed by every 
word in the paragraph. It must select, repress, soften, emphasize, 
correlate and organize all under the influence of the right mental set 
or purpose or demand. II (Quoted in Hunnicutt and Iverson, Research in 
the Three R I s, Harper, 1958.) If we could add Lefevre l s concept of -
language-direction to Thorndike I s thinking-direction to the working 
ideas of elementary teachers about reading, we might modify classroom 
practice considerably, and profitably. We also know that reading is a 
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cultural process. In the general block on language the institute teachers 
would see that language and culture are inextricably intertwined. In 
this section on reading we would want to focus those general under-
standings. What part does reading play in the various subcultures out 
of which children issue? What kind of language liaison with the sub-
culture is needed in the text? What kind of changes in content are in-
dicated? What are the cultural extensions and reinforcements children 
need in order to pursue reading with vigor and satisfaction? We are 
beginning cautiously to take reading instruction out of its middle class 
myopia but we have not fully embraced the rich cultural diversity which 
is America. We must help our institute clients to see that reading can-
not be taught with full effectiveness in one culture province and one only. 
In the thirties and forties Waples and others used to discuss the sociology 
of reading. We need to revive that discourse in these institutes. 
With this extended attention to process you may wonder if we will 
ever get to practical procedure. I think myself, despite the frequent 
findings of surveys that courses in reading pedagogy are "too theoretical, II 
that what we need is better theory explicitly related to instructional 
materials and procedures. If we do not relate principle to practice in 
these institutes we will achieve what many a teacher's manual now succeeds 
in developing: complete dependence on Big Brother. 
But now let me turn to practice. The institutes must perforce dis-
cuss readiness, word identification, comprehension, instructional 
procedures and arrangements, materials and devices, and evaluation. 
I cannot do much more than state a position. The defense will have to 
come out of our discus sions. 
First, readiness. I do not intend to get into the argument about 
when reading instruction should begin. I believe it is primarily a value 
judgment for an individual child, given some linguistic facility rein-
forced by appropriate physiological, psychological and cultural supports. 
I do believe we ought to be at that level of sophistication about reading 
instruction so that we do not have to generate a smoke screen around 
our beginnings. It is, of course, true that whatever affects any kind 
of learning affects reading instruction. So when I began to teach reading 
courses, longer ago than I care to remember, I had a list as long as 
both your arms about all the factors in reading readiness. But I have 
gradually come to a doctrine of parsimony. I would try to limit the 
discussion of the institute participants to those factors especially 
critical in beginning reading. I see these as: linguistic, visual, in-
tellectual. I would subsume general cultural considerations under the 
linguistic, general physiological considerations under the intellectual. 
I want badly to maintain a high degree of focus to add strength directly 
to what the child must do in order to read. 
The first dictum I would issue as a preamble to discussing 
linguistic, visual and intellectual supports for reading is that there 
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are children who are eminently ready to read without any formal 
training. In that case, I would just praise the Lord and pass the books. 
The second dogma to which I would give my allegiance is that any child 
who does need some instruction in getting ready to read also needs 
some differential in preparation. I find it difficult to defend running 
all children willy-nilly through the same maze. My third credo I take 
from the Book of Thoreau: 
Why should we be in such desperate trade to succeed, 
and in such desperate enterprises? If a man does not keep 
pace with his companions, perhaps it is because he hears 
a different drummer. Let him step to the music which he 
hears, however measured or far away. (Walden, XVIII) 
That does not mean I am simply a "waiter" in readiness, lingering for 
some Rousseauian "matural" evolvement. It does mean that, while 
I believe in working at readiness, I do not expect uniform progress 
toward reading. 
Now then I would discuss the three factors I see as central to 
readiness. I think linguistic readiness is best described by Fries: 
if the child can understand talk about, and can himself talk about, 
his immediate experience, linguistically he is ready to read. We need 
some guides about criterion levels of adequacy but surely those could 
be defined. If it is true, that operational command of the language is 
achieved by the median level child at about school entry time, as many 
linguists assert, we ought to be able to specify what the command 
entails. Some youngsters from linguistically deprived circumstances 
clearly would need nourishment. We ought to try to say what the 
nourishment should include. (See Ursula Bellugi and Roger Brown, 
eds., The Acquisition of Language. Report of the Fourth Conference 
Sponsored by the Committee on Intellectual Processes Research 5!i 
the Social Sciences Research Council, University of Chicago Press, 
1964. ) 
I think visual readiness ought to begin at the optimum level, and 
retreat for a given child only so far as it is clearly mandatory. The 
progression commonly followed appears to move from objects to 
pictures of objects to designs (often geometrical) to letters. Not all 
children profit from this progression. If children can begin at the 
optimum level, obviously they should. I would define optimum level as 
ability to discriminate among the letters and among the spelling patterns. 
Profes sor Fries has some hunches about what these discriminations 
include and how to facilitate their development. (See Linguistics and 
Reading, Holt, 1963.) Professor Gibson of the psycholinguistic g~p 
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at Cornell University has also made a promising beginning in deter-
mining these discriminations through carefully controlled research. 
(See A Basic Research Program ~ Reading, Cooperative Research 
Project No. 639, Cornell University, 1963.) Some youngsters, of 
course, cannot proceed at this optimum level. We need to help teachers 
know more about the forces playing upon perception which may be inter-
fering. 1 have reluctantly come to the conclusion that retreat through 
the commonly-followed progression is not uniformly profitable. The 
more 1 look at the progression the more vulnerable it appears. So at 
the very least I believe we must ask teachers not to regard this pro-
gression as inevitably necessary. (We might alert them to the work of 
Kephart and Frostig as offering other avenues for those with perceptual 
difficulties. ) 
Discussion of intellectual factors in readiness ought to begin with 
the realization that they are not so potent at the beginning of reading 
instruction as they will become. (See Bond a nd Tinker, Reading 
Difficulties, Appleton, 1957, p. 42.) Similarly the limitations of group 
survey instruments especially with young children ought to be stressed. 
We do not want to perpetuate the stereotype of, "Look at his lQ. What 
can you expect?" We ought to acknowledge that along with intellectual 
factors a host of other psychological considerations may enter into 
readiness but 1 do not think we ought to repeat all the psychology courses 
our- clients have ever had. 
1 defer evaluation of readiness to the general discussion of evalua-
tion to be included later in this paper. But 1 had better say, in passing, 
that the appraisal guides for readiness appear vulnerable indeed. 
Professor John Carroll of Harvard almost dismisses present instruments 
entirely. 1 am not ready to go that far but 1 must say that his judgment 
has made me considerably more tentative about our ability to predict. 
1 proceed now to beginning reading instruction. And 1 turn first to 
word identification. Let us take the commonly followed clues in this 
order: pictorial, context, configuration, structure, phonic. At least 
with respect to identifying words the pictorial clue has always been 
hazardous. 1 believe we should stress this point with our institute 
members. Neither a picture with many objects nor even a picture with 
a single object can be related infallibly to a word. If it is a picture 
with a number of objects represented, the most ingenious pictorial 
composition will not inevitably focus the reader's attention on that 
object with which we wish him to associate a word. If it is a single 
object picture, he may call the object by a different name than that 
actually proffered in the text. (See Anderson and Dearborn, The FSycho1-
ogy 0f Teaching Reading, Ronald, 1952, pp. 151-152.) And, of course, 
many words are not easily pictured anyway (the function or marker 
words, such as in, this, or is, for example). We ought to be honest 
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enough to admit that in typical beginning reading texts the picture serves 
mostly to flesh out the bare bones of the discourse. 
The context clue is also perilous to the unwary. I am, in general, 
sympatheti c to Profes sor Lefevre I s position that the sentence brings 
meaning to the word. But I am forced to concede that the sentences I 
find in beginning texts do not have much meaning to bring. So that I 
should think that we would want to suggest that context becomes more 
useful in word identification as the text becomes more substantive. I 
would hope also that the institutes would stress that this clue is never 
serviceable if it connotes to the young reader a random stab at identi-
fication, a "guess. II If the text does not yield identification by a 
systematic "thinking through" of the content of the discourse, the 
reader ought to be trained to look to other clues. Professor McCullough 
suggests some categories for this "thinking through" which I think 
are very promising as guides to instruction. (See Strang, McCullough 
and Traxler, The Improvement of Reading, McGraw-Hill, 1961, 
pp. 126-128.) 
Configuration is another clue not without attendant danger. 
Viewed as purely visual entities, the profiles of words resist systematic 
response. (See Dechant, Improving the Teaching of Reading, Prentice-
Hall, 1964, pp. 183-188.) Perhaps w-;;-Wou1d be onthe most tenable 
ground if we were to emphasize that, as an access to new words, we 
regard configurations as a means of establishing quickly with beginners 
a reading vocabulary swiftly identified. In turn, this vocabulary permits 
confronting beginners with sentences with at least some semantic 
attractiveness. At the same time we begin teaching the long-term 
accesses to words which offer reliable, systematic approaches when-
ever a new word is met. If we exclude the dictionary, the avenues which 
appear to be thus replicatab1e are context, structure, and phonics. 
Configuration would, then, not be thought of as a long-term access to 
new words, though we would admit that the more familiar words become 
to a reader the more he may store them for quick retrieval upon minimum 
presentation of clues. 
Now we are upon the two most reliable and systematic approaches 
to words: structure and phonics. (I have listed context as another 
reliable and systematic access but, even in the most substantive dis-
course, I believe it must take second chair in the instrumentation of 
word attack.) I would have no serious quarrel with treating these two 
kinds of clues as one. Traditionally in reading pedagogy we have 
treated them separately. 
If we restrict structure to pieces with a clear semantic burden, 
in other words if we make this morphemic analysis, we probably 
avoid argument. Clearly it is an aid to a reader to be able to bring 
to his word analysis a sense of prefixes, roots, suffixes, inflections. 
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It is when we try to make a case for conventional syllabication as an 
aid to identification that disagreements arise. It has not been possible 
to identify the syllable securely either in sound or in orthography. 
(See Haugen, "The Syllable in Linguistic Description, " in For Roman 
Jakobson, Mouton, 1956, pp. 213-221.) I would suggest that we relieve 
our institute members of the burden of teaching syllabication bound-
aries and concentrate instead on the meaning "chunks" already listed. 
If we now turn to phonics, we enter a tourney of joyous jousting 
indeed. The es sential sources of disagreement appear to be these: 
1. Should letters be assigned clearly isolatable sound 
values and words built up by the reader synthetically? 
2. Should words be approached analytically and the sound 
values of the separate letters be ascertained within 
these words? 
3. Should words be approached analytically and the sound 
values of the separate letters ascertained within these 
words, but should the pace be quickened markedly? 
4. Should words be approached analytically and the sound 
values of the separate letters be ascertained within 
these words, but should the initial words be chosen for 
phonemic regularity? 
5. Should letters be associated always in spelling patterns 
and employed analytically within phonemically regular 
words? 
6. Whatever proposal is accepted, what sequence in teaching 
the grapheme-phoneme relationships should be followed? 
I think we must say to institute clients that we need better evi-
dence that we now have to choose without doubt among these alterna-
tives. I am myself persuaded that the best bet is some variant of 
the spelling pattern approach (alternative 5). But I would welcome more 
hard data which made me more comfortable about my bet or caused me 
to lose it. The problems of sequence and pacing also need more 
rigorous attention. Meanwhile, in the institutes, it seems to me we 
have to allow tolerance for diversity of approach. 
I should hope that we could impress upon the institute members 
that a reader should be taught to use only as much of systematic attack 
in word identification as he needs to join words in a melo.dy of meaning. 
He ought to have been trained to use the clues in concert, plaYing one 
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against another to gain the proper harmony to fit the sentence. There 
is no inherent value in such extended analysis of individual words that 
the discourse loses integrity. 
Word identification is the place where most effort in elementary 
reading instruction is directed. When we move out of that province 
to comprehension of discourse, we are in a darker realm. When I 
was a student at the University of Michigan in the thirties, Professor 
Fries used to tell us that lengthy treatises had been written on what 
a sentence was but among the treatises consensus was never achieved. 
It seems to me that in reading instruction today we are in similar 
straits about comprehension, not knowing clearly, to paraphrase John 
Ciardi, how a sentence does mean. The whole domain of "compre-
hension" in connected discourse requires closer analysis than we 
have had. 
I will venture some "hunches" ~·-but they cannot be dignified by 
a stronger term than that. I suspect we have confused code and content. 
We can probably emphasize in the beginning code skill--the identifi-
cation of words and of typical sentence patterns. (See Roberts, 
English Sentences, Harcourt, 1963.) Perhaps at that beginning level 
we do not need to emphasize so centrally content. (Though I am 
reminded that one of my students, viewing a text designed primarily 
to teach code and without much attention to content, opined that the 
"text tottered toward torpidity. ") But very soon the demands of the 
reader must surely shift to the content borne by the code. In that case, 
I have long wondered what we should do. If we stay with the literary 
mode (almost all reading instruction proceeds through fiction), should 
we not transfer our attention soon to teaching literature as literature? 
Is it not flying in the face of reality to pretend that the literary mode 
is a generally viable way of communicating for all disciplines? For 
example, is the text of the new mathematics "literary" in any func-
tional sense? If the literary is not the most serviceable mode, what 
should we do? If we should abdicate the literary in our basic texts for 
reading instruction (after conquering code), would it be feasible at all 
to teach general patterns of exposition? Most of the curriculum is in-
vested in exposition. At first glance at least, it seems that some kind 
of economy might be achieved by teaching the patterns of exposition 
servicing, for example, social studies, science and mathematics. I 
leave it to you to decide between the literary and expository alternatives. 
But whatever you decide it does seem to me that in elementary school, 
we must shift our emphasis sooner from code to content. 
Of course, whatever we decided to emphasize in general reading 
instruction, we know such instruction cannot care completely for 
comprehension in the separate disciplines. Even if general patterns of 
exposition were taught in basic reading instruction, the use of these 
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patterns to manipulate the ideas and skills of each discipline would have 
to be part of the day-by-day instruction within that field. I hope we 
would not for a moment in these institutes countenance the notion that 
in the basic reading program some passing swipe at reading in the "content 
fields" can care in any fundamental sense for developing ability to read 
effectively within the different disciplines. 
If we can achieve some kind of consensus on what institute members 
ought to know about word identification and comprehension, we can 
direct our attention to instructional procedures and arrangements. I 
suppose the most important concept about procedure which I would have 
institute members develop concerns relevance. There are in basic reader 
manuals enough procedures to last a teacher through several life times. 
What is needed is a heightened sense of relevance: which children need 
what instruction? It is all too easy to make a career of any selection, 
traveling methodically through every suggested procedure until surely 
the children must cry, "How long, 0 Lord, how long!" It seems to me 
that the best hope for achieving relevance in procedure is a sharpened 
rationale. That is why earlier I said we need not less theory but better 
theory integrally related to practice. 
The other emphasis in procedure which I would like to see would 
encourage teachers to make themselves exemplars of the best in English 
language command. I would have teachers be expert story tellers, not 
just in kindergarten but throughout the elementary school. I would 
have teachers be skilled explainers. Thus children would have a model 
in both the literary and expository mode personifying the resources of 
the language. Children would have extended access to vocabulary. They 
would hear how a sentence means. They would listen to aesthetic 
qualities: sound, rhythm, imagery. They would attend to ideas being 
structured in patterns explicitly designed to guide their practices in 
speaking, reading, and writing. 
I would try to persuade institute teachers to read aloud every day. 
Children need to see at least one person daily who loves to read and 
rejoices in the opportunity to share that satisfaction. They need to 
hear how the language goes when you make the most of it. The echo will 
resound long after in both their oral and silent reading. Surely there 
is no more potent procedure in reading instruction than the reading aloud 
of a well-loved teacher with obvious, real, uninhibited pleasure. 
My paper grows over-long; so I turn quickly to instructional 
arrangement. I believe we must help teachers see that good teaching 
cannot be routine. Instructional arrangements must somehow reflect 
the individuality of the reading act. Any time children can anticipate 
perfectly exactly what will be attempted day-in and day-out, the effec-
tiveness of instruction will surely suffer. Children should not know with 
a dreary certainty that, however well they read the piece, the 
albatross of seat work will be hung about their necks. 
Just as a reader should not always know what is bound to 
happen each day, so I believe he should not always be stuck with 
the same grouping. Sometimes the groups may be gathered by 
achievement criteria, sometimes performance, sometimes library 
research. Sometimes the reader ought to be in no group at all 
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but pursue his own individualized program. I would hope that we 
could agree that no system of grouping is sacrosanct. As in in-
structional procedure, so in instructional arrangement, relevance 
ought to be the critical factor. What will this arrangement do for 
this child, for these children? No teacher can do any more grouping 
than he can live with. He can live with no more grouping than he 
can plan for. Without clearly relevant arrangements, he could 
have the ultimate in flexibility: chaos. 
Grouping also relates to the effectiveness of instruction with 
the markedly advanced or the markedly retarded. Our institute 
clients will tell us, however we might wish to avoid a painful topic, 
that instruction does not meet these extremes very satisfactorily 
in most schools. In the intermediate grades this spread becomes 
particularly acute. Conscientious teachers are torn as they see 
some children embittered and others just bored with the essential 
irrelevance or even absence of inst ruction. I suspect none of us 
has an elixir to assuage all this pain. Certainly I have no guaranteed 
remedy. But I have been increasingly forced to the position that, 
at least by the middle grades, some children, at both ends of the 
continuum, must have specialized instruction. For some children, 
there must be, in addition, far larger access to clinical facilities. 
I said there was no magic in my position. If any of you has more 
potent medicine, I hope you will not keep silent. 
Now I have just two more topics: materials and evaluation. 
I hope to be economical in my discussion. It seems to me mandatory 
that each institute be equipped with an instructional materials center. 
Professional books there must be, of course, but at least as important 
is the availability of a catholic array of classroom materials and 
devices. New basal readers ought to be there, of course, but there 
ought also to be available the various experimental materials 
(linguistic, programmed, ITA, words in color, etc.). I would like 
to see children's literature well represented. Of all the audio-visual 
devices, it seems to me the language laboratory is most important. 
The possibilities for native language enhancement for reading as 
well as speaking especially for children with another language back-
ground or with a markedly substandard dialect ought not to be ignored. 
The new computer-based instructional systems are too expensive to 
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be available to every institute but at the very least descriptive litera-
ture about them should be accessible. Beyond having a representative 
collection available, the institute members, of course, need oppor-
tunity to make judgments about the relevance of the materials to 
specific instructional tasks. 
At long last, I come to evaluation. The concept of continuing 
appraisal of instruction should pervade the institute. We need to help 
teachers place the standardized instruments in the perspective of all 
the ways by which instruction can be gauged. A library of evaluation 
guides as well as formal and informal tests ought to be at hand. And 
certainly every teacher ought to become more familiar with the Mental 
Measurements Yearbook. Teachers need to know the fallibilities as 
well as the strengths of commonly-employed evaluative measures. 
Especially they need to develop enough sophistication to look beyond 
summary scores or statements to the details which might affect future 
instruction. 
So I have finished. Obviously I have neglected many aspects of 
reading instruction. Even so, it seems unlikely that all of what I 
have discussed can be well-communicated in eight weeks. (I have not 
touched at all on what is involved in effective communication in the 
institute so that teachers do in fact emerge willing and able to change 
their instructional behaviors. I look forward to conference dis::ussion 
on this vital matter.) It may be that the conference members may wish 
to suggest foci for institutes without sacrificing the sense of community 
which ought to govern English language arts instruction. For example. 
could some institute be especially designed for beginning reading, some 
for more advanced levels? Or, to cut the content another way, could 
some institutes focus on children's literature? If we should decide 
to advocate some sharply-defined provinces for institutes, I would hope 
that we would not neglect the foundation of which I spoke earlier. 
Whatever we decide, I hope we can keep the far view. If we do 
our work well, we help children to gain a command, important all life 
long. We can all think of a child of whom it could be said, as he made 
the power of reading his own: 
He ate and drank the precious words, 
His spirit grew robust; 
He knew no more that he was poor, 
Nor that his frame was dust. 
He danced along the dingy days, 
And this bequest of wings 
Was but a book. What liberty 
A loosened spirit brings! 
Emily Dickinson 
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REPOR T OF THE COMMITTEE ON READING 
Introduction 
The committee on reading consisted of the following members: 
Dolor e s Dur kin 
Jack Holmes 
Lowell Hovis 
William Iver son 
Carl Lefevre 
Donald Rasmussen 
Robert Ruddell 
Rose Sabaroff 
Sam Sebesta 
Henry Sustakoski 
Kay Torrant 
Priscilla Tyler 
Rosemary Wilson 
The task of this committee was to prepare guidelines for a coherent 
institute program for elementary English language arts teaching. 
Specifically the committee was asked to formulate these guidelines in 
the area of reading instruction. 
The committee delimited for consideration the following blocks 
of study: 
1. Basic knowledge about the English language felt essential 
for the language arts teacher charged with the instruction 
program in reading. 
II. Functional understandings from the areas of sociology and 
psycholinguistics (or socio-psycholinguistics) relative 
to the reading program. 
III. Methodological factors and knowledge believed essential 
for an improvement of individual teacher competencies in 
teaching reading. 
It must be clearly understood that the content selected by the 
institute director to be included in these areas must be selected in 
relation to the specific objectives the institute director hopes to 
achieve. In approaching the content selection it is of utmost importance 
that the director consider the participant's profes sional preparation, 
the composition of his school population, and anticipated program 
trends in school settings. The following discussion should therefore 
be considered as tentative in nature. 
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Outline of Content Discussed 
1. Basic Knowledge About the English Language 
A. Concept of Change 
B. History of the Development of Language Study 
C. Clarification of the Term Grammar 
D. The Structure of English 
E. Primacy of Language for Learning of Many Kinds Including 
Learning to Read 
F. Concept of Dialects--Phonological, Lexical, and Grammatical 
Aspects 
II. Functional Understandings from Sociology and Psycholinguistics 
A. Views on the Way Language is Learned 
B. The Nature of Language Ability or Competence 
C. The Development of Words, Meanings a:nd Concepts 
D. The Learning of Oral Language Structure 
E. Psychological Factors Affecting Language Development 
F. A Psychological Framework Essential to Language Learning 
Experiences 
III. Methodological Factors Essential for Improving Teacher 
Competencies 
A. Implications From Reading and Language Research for the 
Teaching of Reading 
B. Theories of Reading and the Classroom Teacher 
C. The Development of Word Recognition and Basic Compre-
hension Skills 
D. Criteria for Evaluating Reading Materials 
E. Evaluation and Diagnosis of Reading Development 
F. Literature and the Reading Program 
G. General Organization of the Institute 
H. Various Institute Formats 
1. Evaluation of the Institute 
Appendices: 
Position Papers 
Evaluation of position papers 
I. 
Basic Knowledge About The English Language 
It was generally agreed that a course on the structure of the 
language be considered for the institute participant. Such a course 
should encompass levels ranging from phonology through syntax. 
The committee defined the content of this section in a very specific 
way. The detailed outline to follow represents this definition; the 
following materials were recommended for background development 
on a lay level for the institute: 
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1. Strickland, Ruth G. The Contribution .of Structural Linguis-
tics to the Teaching of Reading, Writing and Grammar in the 
Elementary School (Bulletin of the School of Education, 
Indiana University, Bloomington, Vol. 40, No.1, Jan. 1964). 
2. National Elementary Principal (October and November issues, 
1965) • 
3. Selected Articles from Elementary English, especially the 
Linguistics and Reading Issue, December, 1965. 
4. Lefevre, Carl. Linguistics and the Teaching of Reading (New 
York: McGraw-Hill, 1964). 
5. Fries, Charles. Linguistics ~ Reading (New York: Holt 
Rinehart and Winston, 1963). 
6. A book of readings in applied English linguistics. 
7. TV series by John Bostain (Washington Foreign Service Institute 
of the State Department). 
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8. The Reading Teacher, December 1964, Linguistics and 
Reading issue. 
9. Linguistics and Reading, Pamphlet to be published by IRA, 
May, 1966. 
The following is a general outline of topics in "Basic Knowledge 
about the English Language" for purposes of institute planning: * 
A. Concept of Change 
1. Origin of English (Germanic not a Romance Language) 
2. Brief history of English emphasizing phonological and 
grammatical change 
B. History of the Development of Language Study 
1. Early grammars (The Greeks, Panini, etc.) 
2. 18th and 19th century grammars 
3. Modern language analysis 
a. Bloomfield, Fries, Sapir, Whorf and others 
b. Contemporary language study 
C. Clarification of the Term Grammar 
1. The inherent grammatical system of 1anguage--i. e., word order 
vs. inflected languages 
2. Grammar as a description of a language system--i. e., various 
linguistic models 
a. Structura1- - Fries 
b. Tagmemic- - Pike 
c. Transformationa1--Chomsky 
d. Aspectua1-- Trager-Smith 
(Though a particular instructor will give allegiance to a partic-
ular linguistic model, teachers should be made aware that there 
are other systems and should be told of the basic differences in 
the approaches of the various models. ) 
D. The Structure of English 
1. Phonology 
* Sections of D, E, & F would receive the largest amount of time and 
importance. 
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a. Phonetics 
b. Phonemics (including practice in phonemic transcription). 
2. Morphology 
a. Morphophone (Linguon, morphophoneme) 
b. Morphophone--grapheme correspondence 
c. Morphemics 
3. Syntax- - sentence patterning 
4. Intonation 
a. Phonemic, morphemic and syntactic significance of intonation. 
E. Primacy of Language for learning of many kinds including learning 
to read. 
1. Inter-relationships of speech and writing 
2. The study of writing systems 
F. Concept of Dialects-Phonological, Lexical, and Grammatical 
aspects 
... 
1. Efficiency of dialects as means of communication in particular 
speech committees * 
2. Social associations of dialects (social, personal and literary) 
3. Appropriateness of usage, ~¢* soeially and vocationally 
......... I'~ 4. Regional dialects .......... 
Note: The teacher should promote the idea that people tend to use 
different dialects in different situations in order to obtain optimum 
communication. The child should be given the idea that his local 
.... A social dialect is a system of speech practices distinguishing one 
socio-economic-cu1ture group from another in a regional speech community. 
A person has a repertoire of personal dialects from which in any given 
situation or at any given moment he selects the one which he, either as 
the result of custom or his own taste, considers the most appropriate. 
Martin Joos suggests five such personal dialects (intimate, consulta-
tive, etc.) in "The Five Clocks," Chapters 1-5 in Dudley Bailey, ed., 
Essays 2E: Rhetoric (New York: Oxford University Press, 1964). Each 
individual has his unique set of such personal dialects which may be 
subsumed under what we call the individual's idiolect. A literary 
dialect is a set of linguistic practices more characteristic of one 
literary form or mode than of another. 
~¢*Usage is a selection of lexical items and grammatical patterns 
suitable to a situation. 
~:o:¢*A dialect is the complete linguistic system of a geographical or 
social group. 
50 
dialect is his, but other dialects are also his for the learning. 
As teachers, we are concerned that the child acquire a 
dialect or dialects which will give him the fullest possible 
range of types of communication with his fellows in the English-
speaking community. 
II 
Functional Understandings from Sociology and Psycholinguistics 
The committee based much of their discussion in this area on John B. 
Carroll's guidelines. Following are some topics in the psychology of 
language that should be included in an institute course: 
1. It is necessary to outline the developmental sequence in which 
children learn their language, e. g., Josephine McCarthy The Manual 
for Child Psychology. The sequence seems quite regular for all children, 
from one-word sentences to more complex sequences. Many grammatical 
structures are already present in children's language when they come to 
school, where their use of language and their precision in usage continue 
to expand. Children are often able to respond to more advanced 
grammatical signals in a listening situation before they can produce 
them themselves in speech. Since it is not known how language develop-
ment actually comes about, various views should be briefly presented. 
(For example, Skinner's view is that the child tries out sounds and is 
reinforced for certain ones.) The important thing is to alert the teacher 
to the presence of a developmental sequence. 
2. Some attention should be given to the nature of language 
ability or competence. 
3. Words, meanings and concepts are particularly important and 
should be given some attention. John B. Carroll has written a valuable 
article entitled "Words, Meanings and Concepts, " which appeared in the 
Harvard Educational Review (Spring, 1964). Dr. Carroll emphasizes 
the need to learn by positive and negative instances, for if we drill on 
one item alone the learning is not as good as that which comes from 
recognizing the instance by contrasting it with a negative instance. An 
example at the fourth grade level might be differentiating between a 
tourist and an immigrant. In younger children we might be concerned 
with contrasts in terms of classifying words or objects, or categorizing. 
In learning a word, an example would be differentiating between "mad" 
and "made. " 
4. Problems of vocabulary development, vocabulary size, and so 
on require continuous attention. 
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5. The learning of ora11anguage structure is more or less 
automatic, given a normal stimulating environment. So for the 
average child very little need be done in bringing language structure 
to a conscious level. For the child who lacks a "normal stimulating 
environment" the school may have to intercede and provide an 
intimate, rich and stimulating environment. (Courtney Cazden's 
doctoral research at Harvard in early language development points 
out the superior value of language 'interaction' in an intimate setting 
over a more formal structuring of language 'interaction.' Her work 
may be pertinent here. ) 
6. There are psychological factors affecting language develop-
ment (home background, child rearing methods, personality develop-
ment). These factors can become particularly pertinent with 
children coming from deprived areas. Rich experience must inter-
act with language development if empty verbalisms are to be avoided. 
7. Relationships between intelligence and language development 
should be looked at briefly. 
8. The relationship between thought and language should also 
be given consideration. 
9. Some elementary ideas about communication are necessary. 
Teachers need to have some understanding of the operation of feed-
back, information capacity, redundancy and so on. 
Of course it would be possible to have a whole year's course in 
sociology and psycholinguistics. In the institute teachers should at 
least be introduced to many of these items, perhaps during a week 
of lecture and discussion. Implementation cannot be confined to a 
lecture presentation. The lectures must be punctuated with occasions 
for active teacher interaction in small groups, where previous class-
room experiences can be analyzed and brought to bear on the lecture 
points made. The teachers should also be required to translate the 
ideas presented in lecture and discussion into examples for classroom 
implementation. Where pos sible, materials should be made available 
to the teachers during their discussions. Materials might include 
diagnostic tests, lesson plans, examples of children's work for 
analysis, and actual work with children. Again, a practicum is 
strongly recommended for the institute. Children should be available; 
teachers should have opportunities to tryout the new ideas suggested 
in a classroom setting and individually. 
Pertinent to the content of this sociological and psycholinguistic 
block are the following pages from Robert B. Ruddell's Content of A 
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Reading Institute: l 
"The content of the institute could profitably include an 
examination of stages of concept development such as those 
proposed by Inhelder and Piaget. Bruner's discussion of 
concept formation, concept attainment and learning transfer 
as related to the structure of subject matter would also hold 
significant value in such a discussion. 
"Teachers should thus be encouraged to search for factors 
which produce varied degrees of language proficiency in the 
child. Related investigations suggest that children's language 
and reading achievement is a function of: provision for an 
appropriate language model, the opportunity for parent-child 
interaction, sex differences, intelligence differences, auditory 
and visual discrimination ability, and socio-economic level. 
Further, a number of studies point to the close interrelation-
ships which exist among the language skills of speaking, listen-
ing, reading and writing. 
"From investigations such as those indicated above the 
institute can serve to help the teacher develop an added aware-
ness of operational factors essential for language and reading 
development in the classroom. These include: 
1. Specific attention to the importance of oral language develop-
ment as a base for the teaching of reading 
2. Concept development encompassing the vocabulary and 
syntactical depth and scope utilized in the reading materials 
3. Reading readiness levels precipitated by experiential and 
instructional variation which must be anticipated and accounted 
for over an extremely wide range at all grade levels, and 
4. Methodological approaches requiring adjustment in relation 
to the various types of learners encountered in the classroom. 
"Consideration should be given in the institute to factors encom-
passing a psychological framework essential to language learning 
experiences. From an operational point of view the following 
factors exemplify such a framework directly influencing the 
child's success in reading. (Introspectively the institute teacher 
1 Published by The International Reading Association, 
Spring, 1966. 
may ask, "How do I implement each of the following elements 
in my reading program? ") 
Readiness. The teacher must be concerned with the 
background that the learner bring s to the reading 
situation regardless of his reading level. The signi-
ficant point is to identify the child' s functioning level 
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in word perception and comprehension skill development. 
Motivation. This essential element in language learning 
should be considered by the teacher both from an extrinsic 
and intrinsic point of view. The child's interest and 
persistence may remain at a high level in anticipation 
of verbal praise from his teacher. On the other hand, the 
interest and persistence may result from functional 
pleasure due to the enjoyment received in participating 
in the vicarious experience afforded in the story. Careful 
consideration should be given to the importance of moti-
vation in reading and to the examination of methods by 
which this factor can be strengthened in the classroom 
reading program. 
Cues. Consideration should be given to the organization 
of the reading materials used in the instructional program. 
The rationale for the organization, sequencing, presentation, 
and provision for transfer of word attack and comprehension 
skills should be examined. This information should then 
be considered in light of cue adjustment relative to 
children pos ses sing unique backgrounds and characteristics. 
Response. Learner activity is extremely important in 
reading instruction. The teacher must observingly inquire 
about the nature of the response as it reflects meaningful-
ness and transferability for the individual child. 
Reinforcement. The consequences of the reader's activity 
is of vital significance to the child and the teacher. The 
child must be provided with some feed-back as to the 
nature of his response. The teacher must consider ways 
in which this can be accomplished most effectively for the 
individual youngster. 
Transfer. The provision in the reading program for 
utilization of reading skill development in a new learning 
situation is of vital importance. Reading materials should 
be examined for this provision. The teacher will also need 
to carefully consider how transfer of word recognition and 
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and comprehension skills can be effected in various content 
areas of the curriculum. " 
III 
Methodology of Reading Instruction 
It was believed essential that the reading section of the institute 
should attempt to achieve a balance between review of research findings 
and a careful examination of specific methods and techniques used in 
the improvement of reading instruction. 
Effective provision for individual needs demands that the institute 
participant be familiar with group assessment and individu,al reading 
inventories. This should include the administration and interpretation 
of group and individual reading tests and inventories. Specific concerns 
may also be given to remediation techniques including the utilization 
of self-developed and published reading materials appropriate for a 
wide range of reader deficiencies. 
A. Reading and Language Research 
It was suggested in relation to reading research that the 
institute participants be apprised of ready and available 
sources of the reports of experimental results. The partic-
ipant's attention should be focused on such journals as The 
Reading Teacher, Elementary English, The Reading Research 
Quarterly, The Review of Educational Research, The Journal 
of Education Research, and the report on reading available 
from the Educational Research Information Center (ERIC). 
Perhaps it would be wise for the instructors of the institutes 
to structure their reporting of research so that it brings 
into focus the underlying principles which support or do 
not support the various methods in the field of reading currently 
being considered in their particular institutes. 
Even though much of methodological research lacks the 
rigor of carefully controlled laboratory research, partially 
because of the many classroom and teacher variables involved, 
attention should be given to the nature of the reading program 
studied; the type of achievement assessment made; the type 
of instruments utilized; and the point in the instructional 
program that the criterion measures were administered. 
In this way a great deal of clarity can be added to the inter-
pretation of the outcomes. 
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B. Theories of Reading and the Classroom Teacher 
The elementary teacher, as a teacher of reading as well as 
as the new math and science, should be made to feel that 
she is an important contributor to the development of an 
exciting and expanding inter-discipline knowledge. There is 
a large amount of research concerning the reading process 
going on at present, research which will enhance our under-
standing as to which powers of understanding must be 
acti vated in the mind of the child before he can learn to read. 
To catch the spirit and zest of this research, at least the 
r..:lOre advanced institute participant should be introduced to 
the following theories which are demanding a great deal of 
attention from contemporary scholarship: 
1. Brain dominance and sensory modality theories 
2. Linguistic theories 
3. Maturation and organismic theories 
4. Neural-chemical synaptic transmission theory 
5. Operational conditioning theory 
6. Oculomotor functional control (eye-movement) theory 
7. Substrata-factor theory 
8. Tactile-kinesthetic theory 
C. Word Recognition and Comprehension Skills 
The practical aspects of teaching word attack skills should 
encompass the use of word form clues, context clues, 
phonic analysis, structural analysis, tactile kinesthetic 
exercises, and the development of dictionary skills. It is 
also important that reading purpose relative to levels of 
comprehension (including direct recall, ideas in sequence, 
generalization, inference and application) be given considera-
tion from the applied standpoint at various grade levels. 
D. Criteria for Evaluating Reading Materials 
Note: The following list suggests some of the main points in 
the traditional reading program and suggests new ones, 
particularly some new approaches relating linguistic studies 
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to reading. 
Does the Reading Program provide for or have: 
1. A rationale (dialectic, philosophy). (What does the pro-
gram do? Is it a total, balanced program? ) 
2. Consistency. The consistency with which this rationale 
(dialectic, philosophy) is carried out by the materials 
of the program 
3. Oral Language development 
4. Recognition of the state of the child's oral language 
development 
5. Suitable materials for oral reading 
6. Consistency of patterns in the correspondence between 
the sound unit and its graphemic representations 
7. Development in recognition of types of print space 
signals (poetry, par agraphing) 
8. Materials for indicating that the writing system operates 
by patterns 
9. Materials for the development of the sense of rhyme 
and rhythm 
10. Development of recognition of stress and information 
patterns and their meanings 
11. Materials for developing auditory-verbal and visual-verbal 
perception 
12. Word perception cues 
a. pictorial cue s 
b. context cues 
c. phonics cues 
d. structural analysis cues 
e. tactile kinesthetic exercise cues 
f. dictionary skill cues 
g. minimal contrast set cues 
13. Comprehension skills 
a. recall skills 
b. continuity devices (e. g., use of pronouns to 
carryon an idea) 
c. transition devices 
d. sequencing skills 
e. inference skills 
f. application skills 
14. Logical sequence in the development of skills 
15. Treating language as a representation of meaning 
from the phoneme through the word, phrase, and 
sentence to the literary form (lexical emphasis) 
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16. Treating reading as an example of the language system 
in operation (the graphemic system, the phonemic 
system, the systematic patterning of phonemic-
graphemic correspondence, * morphology, syntax) 
llinguistic emphasi~1 
17. Beginning readers. The kind of vocabulary the 
materials start with; appropriateness to children being 
taught 
18. Beginning readers. Speed with which content deepens 
19. Concept load 
20. Concept development 
21. Content reflective of multi- ethnic society 
22. Content reflective of multidialectal society 
* The sound unit-graphemic correspondence means that there is a graphemic 
representation for a generalized sound unit. For example, the grapheme 
ou represents the dialect variants I awl, azw/, ew/, and lawl in the word 
~und. The vowel nucleus of the word round is pronounced variously in 
various dialects: Irawndl (general Eastern Virginia) and Irawndl (Toronto). 
This level of sound unit has been variously called morphophone, linguon or 
morphophoneme. The morphophone also subsumes the varying pronuncia-
tions of the vowel nucleus in stressed and unstressed syllables. For example, 
the vowel nucleus of the stressed syllable s in parental becomes schwal al or 
barred i Ii- I in the same syllable when it is unstressed as in parent. 
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23. Content related to child's experience 
24. Content related to various fields of academic subject 
matter 
25. Materials for encouraging children's responses 
26. Materials for reinforcing children's responses 
27. Concepts of literary form: theme, plot, characterization, 
style 
28. Discourse line: sequencing of events, sequencing of ideas 
29. qomposition development in relation to reading 
30. Literary materials using patterns of language particularly 
productive or used in the 1960' s (linguistic change in 
the making) 
31. Phases. Stages of the reading process from decoding to 
comprehension, to literary and linguistic criticism defined 
and pointed up at least in the teacher's manual 
32. Materials bringing out the relationship between 1exicogra .. 
phy--and reading at the comprehension 1eve1--and literary 
criticism (Emphasis on language and its meaning or 
lexical referent) 
33. Materials for reading in a non- Western or academic (e. g. , 
IPA) writing system (Study of writing emphasis) 
34. Materials for identifying distinctions in regional, social, 
and personal dialects. Such materials may be related to 
the literary dialects distinguishing one literary form from 
another, e. g., the language of prose vs. the language of 
poetry (Dialects emphasis) 
35. Evaluation materials? 
E. Evaluation and Diagnosis 
Provision should be made to acquaint teachers with a 
variety of testing materials: their administration, scoring 
interpretation, application to classroom teaching, and 
limitations. 
1. Standardi z ed T e s ts 
Tests: 
Readiness 
Syntax and morphology 
Vocabulary knowledge 
Phonics inventory 
Word recognition 
Reading vocabulary 
Sentence comprehension 
Paragraph comprehension 
Study skills 
Analysis: 
What is a standardized test? 
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What information do these tests provide for the teacher? 
What are the limitations of standard tests for 
establishing levels of reading for individual 
children? 
How does one interpret total scores, subscores, item 
scores (from raw data, from standard scores)? 
2. Informal Reading Inventories 
Tests: 
Groups and individual 
Phonic s inventorie s 
Guided observation 
Analysis: 
What information does the Informal Reading Inventory 
provide? 
How does one determine the reading levels of an 
individual pupil (independent, instructional, frustra-
tion, and listening capacity levels)? 
3. Readability Formulas 
Tests: 
Primary 
Intermediate 
Based on syllable count rather than word lists 
How to find reading level of reading materials 
Teachers should be given an opportunity to take the tests 
and analyze the information made available. If possible, 
teachers should administer tests to children and interpret results. 
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F. Literature 
Teachers should be given time and opportunity to enjoy 
some of the best in children' s literature. If we are to build 
interest in books and lifetime reading habits, teachers must 
be encouraged to know some of the best in children's books--
longer narratives, short stories, plays, expository writings 
and poetry. An important ingredient of any reading program, 
at any grade level in the elementary school, is daily oral 
reading to the children. Therefore the institute should provide 
for the following: 
1. A library encompassing a wide range of literary materials 
2. A librarian who briefs teachers on various books and 
materials and acts as a resource person 
3. Opportunities to read and share ideas about books within 
the institute group,as well as to read to laboratory classes 
or individual children 
. 4. Opportunities to discuss techniques to use with groups or 
entire classes (For example: teacher or group reads myth 
or fairy tale to entire class; discussion on different levels 
of questions follows). 
5. Opportunities to see films, hear recordings, etc., which 
inspire and entertain 
6. Opportunities to meet authors whenever possible; also locate 
authors in school area for interviews later 
7. Opportunities for drama. (Various interpretations of single 
incidents within a'story should be studied so that many 
children in the clinical school may participate and be allowed 
to interpret their particular reaction to characters. ) 
G. General Organization of the Institute 
1. Purposes: 
A practical institute for elementary language arts 
teachers should face the fact that its participants are in-
service teachers who will return to their classrooms when 
the institute is over. Just as the teacher must accept the 
child, so directors of institutes and institute faculties must 
honestly accept the teacher participants as beings of worth 
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and dignity and as professional colleagues. Unless this basic 
relationship is established as a matter of explicit agreement 
among institute staff members (and by everything implicit 
in their conduct of the institute), the impact of the institute 
in the teachers' classrooms will be weak. 
A successful introductory institute must deal effectively 
with broad concepts about language, language learning, speech, 
composition, reading and literature. The acid test of such an 
institute is whether it persuades the participants to alter some 
of their teaching attitudes and some of their ways in the class-
room. It is possible to open up new areas of subject matter 
and new techniques in such a way as to motivate teachers to 
continue independently what they have started--by study on 
their own, by taking afternoon, evening, or Saturday courses, 
by attending professional conferences, and so on. This 
individual follow-up is most likely to occur if teachers have 
been actively involved in the work of the institute by means of 
observation and practice in classrooms, workshop discussions, 
seminars, panel presentations, and both oral and written inter-
changes or experience with other teachers. 
2. Staff: 
Adequate staff in at least three categories should be obtained: 
(1) resource staff of principa11ecturers, (2) workshop leaders, 
and (3) clerical aides. The ideal member of the resource 
staff is the scholar-teacher, a person who can challenge and 
stimulate the participants. Such persons may come for a 
single day, for a week, or for a more extended period during 
the institute. Workshop leaders should be experienced teachers 
with enough knowledge of subject matter to be capable of inter-
preting it. They should be resourceful, creative and imaginative. 
Enough clerical aides should be provided to handle various 
secretarial and other related tasks such as the reproduction 
and distribution of papers. 
3. Facilties: 
The college or university should provide adequate facilities 
such as classrooms, seminar rooms, library, space for 
exhibits of instructional materials and tests, as well as staff 
and space to care for any children who are brought into the 
institute as pupils. Needs such as mail service, telephone 
service, food service, provision for coffee hours and social 
hours should be anticipated and adequately met. 
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4. Activities: 
Following are suggestions of activities that may be 
developed by individual workshops to suit the local circum-
stances. The institute director needs adequate time free 
of other duties for advance planning. Advance planning 
conferences should be arranged for the resource staff and 
the workshop leaders. A daily period, if possible, should 
be set aside for meetings of the resource people and the 
workshop leaders. There should be resource periods, 
which may be filled with lectures, lecture discussions, 
demonstrations, films, classroom observations, and panel 
presentations. And provision should be made for informal 
coffee breaks and social hours where participants can dis-
cuss the matters taken up in the institute with each other, 
with workshop leaders, and with the resource personnel. 
Another activity that is of major importance is the inter-
action meeting where the participants exchange and evaluate 
classroom experiences. These may be special interest 
groups or discussion groups organized according to the 
grade level the teachers teach. These groups need to have 
experienced leadership, and should be enriched by visits 
of the resource persons. 
Some of the activities which would grow out of these 
interaction meetings would be written assignments: re-
actions to assigned readings, and reactions to lectures and 
demonstrations of learning materials examined. Such 
reaction papers, might be based on research by participants 
or on efforts to think through the implications of institute 
experiences. So far as possible there should be a mimeo-
graphed distribution of selected papers. Possibly a 
collection of selected papers could be gathered for the parti-
cipant to take home at the end of the conference. 
During these interaction ses sions teachers will want to 
exchange experiences, prepare lesson plans, work out 
learning sequences for their classes, discuss and prepare 
teaching projects both shor t and long term that they might 
carry out when they return to their classrooms. In all of 
these activities the participants need sympathetic but firm 
!:,;uidance from the workshop leaders to keep the groups 
from becoming little buzz sessions. The lunch break can 
also provide a social hour for additional interaction of the 
participants and allow some free time for independent work 
such as reading, studying, and examining learning materials 
on display. 
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H. Various Institute Formats 
Various formats for institutes having different purposes 
may be considered. For example: (1) A one- summer institute; 
(2) A two- summer institute that would prepare teachers for a 
year of experimentation followed by an institute for evaluation 
in the third summer; (3) A summer institute followed by an 
in-service course or classroom fellowship; (4) Parallel 
institutes (e. g., on reading, composition, literature, or 
speech) sharing a common program in the essential block, 
language; and (5) A full-time- graduate- study program using 
fellowships. 
1. Evaluation of the Institute 
Provision should be made for evaluating the effectiveness 
of the institute. The success of the institute can best be 
measured in terms of its application of new knowledge in the 
classroom. Operationally this success may be measured by 
follow-up meetings or institutes in which teachers present 
evidence of the application of institute knowledge in their 
classes. The institute director or his staff may wish to observe 
the participants in their classrooms for evidence of the -use 
of institute content and methods. Teacher opinion of institute 
topics may be of value in generating new ideas relative to the 
institute content and the establishment of other institutes. 
Appendix A: Presentation of Position Papers 
(The secretary of the conference suggested to members of the 
conference that they write one-page position papers before the conference--
these to be circulated and discussed as part of the intellectual activity 
of the meeting. A large number of members of the Reading Committee 
submitted such position papers and summaries of the papers together 
with some indication of the discussion which followed the presentation 
of the papers is included here to give the reader a sense of the diversity 
of opinion which lies behind the reports. ) 
READING AND DIAGNOSTIC TOOLS: Jack A. Holmes 
Some of the points emphasized by Dr. Holmes in his presentation 
included the following: 
1. "Reading to learn" and "learning to read": processes which 
mutually reinforce each other which should be active from the 
very beginning of the reading program. 
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2. The necessity of developing many subskills to assist a student 
to "read with power"; 
3. The need for emphasis upon visual and auditory modalities 
(from standpoint of in-put, mediating, and out-put); 
4. "The necessity of increasing vocabulary and of seeing verbal 
relationships "- -importance of fractionating skills in order 
to analyze and deal with them adequately; these skills should 
then be integrated into the reading process itself. 
Comments of Committee Members: 
Various committee members qlJ.estioned Dr. Holmes' suggestion 
that the student "read, read, read." Most agreed that there must be 
more than just reading since it is possible to have reading without 
thinking. There is no inevitable connection between the two processes. 
Discussion followed with Dr. Holmes clarifying his position on this 
point and, in the main, agreeing with the comments of the committee 
members. 
Dr. Holmes made the additional point that while a reader must 
bring something to the printed page, a book also has something to 
deliver to the reader. It is the responsibility of the reader to extract 
this information from the printed p<;!.ge. 
Several committee members commented upon the concept of 
learning to read in the lower grades and reading to learn in the upper 
grades as "old-fashioned" and not consistent with the most recent think-
ing of reading as a continuing and developing process from the earliest 
level. Dr. Holmes was in agreement that his designation of the third 
to fourth grade as a dividing line in these two phases of reading was too 
arbitrary and could not be justified in the light of the most recent research 
and thinking. Some members commented on the influence of television 
and other media of instruction upon the general sophistication and 
maturity of children even at the fir st·-grade level. 
Dr. Iverson emphasized the fact that the previous concept of 
"learning to read" had often resulted in stretching out programs of word 
identification for as long as three years by means of a tightly controlled 
vocabulary and little else. He felt that this had delayed much too long 
the whole effort to have children "get at the power of reading" as soon as 
possible in the educative process. 
I 
A Position on Professor Iverson's Position Paper: Donald Rasmussen 
I For further discussion, see Appendix B, page 25. 
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The following are the major distinctions presented by Dr. 
Rasmussen in his position paper: 
1. Problems of comprehending language and problems of reading 
are separate. 
2. Learning a language and learning about language are separate. 
3. Learning to encode (writing and spelling) and learning to 
decode (reading) are separate. 
4. The stage of autistic reading (the beginning stage), the stage of 
egocentric reading, and the logico-meaningful stage are separate. 
5. Problems of class organization (individual vs. group) and 
problems of reading method (deductive vs. inductive) are 
related. 
Comments of Committee Members: 
The chairman asked for clarification of the three stages of reading 
as outlined by Rasmussen. He was interested in the approximate length 
of the three periods or stages of reading as well as the part which 
individual differences would play in this process. Several committee 
members raised the question of the way in which teachers would be aware 
of these stages, particularly in situations where they are working with 
large groups of young children. There was almost universal disagree-
ment with Rasmussen on the point of not introducing a simultaneous 
program of reading and writing. Dr. Iverson, in particular, stated 
that he felt the position of Rasmussen on this point was indefensible. 
Unfortunately time did not permit an adequate discussion of this very 
important point or afford Dr. Rasmussen an opportunity for rebuttal. 
Several members of the committee also questioned the statement 
that "the reading class is the poorest environment of all in which to 
teach language." As the result of the discussion arising from this 
question as well as that dealing with "d,ecoding, " there was general 
agreement that a definition of terms was very much needed. Again, 
limitations of time cut off discus sion. 
Introductory Institutes for Elementary Language Arts Teachers: 
Carl A. Lefevre 
Dr. Lefevre emphasized the following points in his discus sion: 
1. The necessity of keeping in mind the idea of what is practical 
for an introductory institute for classroom teachers at the 
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elementary level; 
2. The need to keep the content of the institute course under 
control with continuing stress upon those matters of greatest 
importance to teachers in service; 
3. The importance of the institute faculty's acceptance of teachers 
as people and as colleagues; 
4. The value of having children involved in demonstration situa-
tions in all institutes; 
5. The importance of providing possibilities for interchange of 
ideas--"a yeasty ferment" of speeches. panels. discussion 
groups. etc.; 
6. The importance of having teachers constantly aware of the 
interplay of our two language systems--speech and writing. 
Dr. Lefevre stressed the idea that. by means of the institutes. we are 
trying to persuade people to alter their behavior--a subtle and often 
difficult undertaking. 
Comments of Committee Members: 
All committee members were in agreement with the suggestions 
made by Dr. Lefevre and heartily endorsed his plan of organization for 
the institutes. One member made the point that we should try to make 
use of. in our work with teachers in the institutes. the same 'good' 
techniques we make use of in working with children in classrooms. It 
was agreed that this is not an easy task. 
Appendix B. 
Rasmussen--Reading: Preliminary Discussions ~ Readinl 
Professor Iverson summarized his paper on the Place of Reading 
in the Language Arts Institute. The discussion began with different 
members of the committee expressing reactions to Professor Iverson's 
remarks; their comments can be seen to reflect a remarkable agreement 
that Professor Iverson had covered the important aspects of the problem. 
that he had raised many of the points that might be of issue. 
I What follows is a summary of preliminary first-day discussions of 
Professor Iverson's paper. 
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There was difference of opinion in regard to the participation 
of languages in the reading institute, as well as discussion on the 
labeling of any reading program as "linguistic." Profes sor Sustakoski 
felt that linguists were better able to speak for themselves and their 
field at institutes than were representatives and interpreters who 
might reduce the accumulated knowledge of linguists to an intellectual 
pablum. Professor Lefevre retorted that linguists themselves might 
add their own misinterpretations or might be equally misunderstood. 
There was an obvious interest in the group on the issue of re-
lating decoding as a skill in reading with the comprehension of content. 
Miss Torrant felt that there had been some misunderstanding of the 
early use of linguistics in reading programs because of the assumption 
that this part of reading would constitute the total reading program. 
Miss Durkin asked the meaning of a "linguistic approach." Rasmussen 
felt that giving the label of "linguistics" to an approach in reading was 
a misnomer, that it was done as a temporary step in the history of 
the subject in order to denote those particular programs that were con-
scious of an indebtednes s to the findings of the field of linguistics. 
The "linguistics" label is being outgrown; there is no more point to 
the labeling of a reading program as "linguistic" than there is to the 
labeling of it as "psychological." All programs use information from 
both of these fields. Miss Wilson expressed the view that our basic 
institute problem was what to do with teachers who know so little 
about our language, its history and change, etc. There was very 
general agreement expressed by Lefevre, Sustakoski, Ruddell and 
others that all institutes would have to face the paucity of knowledge 
teachers of reading have. Ruddell cited the work of Harry Levin in 
pointing out that the gap of information teachers have about psychology 
equals that of linguistics. Professor Sabaroff suggested that we con-
sider a first block of attention in all institutes go to the study of 
language; that a second block be assigned to the relevant aspects of 
psychology, especially the problems of provoking discovery; that a 
third block be devoted to analysis of the problem of relating the know-
ledge about language and psychology to the varied and specific programs 
of reading instruction; a fourth block of time would be devoted to the 
subject of evaluation of the effectiveness of each program in teaching 
children of particular characteristics to read. 
Lefevre raised the problem of naming institutes "reading 
institutes" when we are all agreed that at least a large block of their 
time would be devoted to language. This remark raised several 
questions that were asked of Dr. Sue Brett, representing the Office 
of Education. She was asked whether the Office of Education might be 
interested in a greater variety of institute programs, especially in 
terms of their time. She was asked whether the Office of Education 
was thinking of an institute program looking even five years ahead 
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and to the development of teacher s of extensive education and excel-
lence. Miss Wilson also asked whether the guidelines for the partic-
ipants in institutes formulated in the past are to be continued. Dr. 
Brett referred the questions to Dr. Slaughter. Several members agreed 
that institutes should have selected personnel for the very specific and 
well worked-out foci of attention. 
There was still some question in the group as to whether the dis-
cussion at this point concerned a summer institute to last one summer 
and to cover reading only, or a one-summer institute to cover a reading 
focus within a total language arts program. The committee wondered 
whether there is a possibility of a two-summer institute or a summer 
institute to be followed by one year of study. During the session Dr. 
Slaughter told the committee that there can be no legal commitment 
for a two- summer institute but that a pattern may be emerging of having 
a one-summer institute followed by a "special" institute for second-year 
people, this to be differentiated from the academic year-long institutes. 
Appendix C. Additional Position Papers 
Jack A. Holmes: Reading and Diagnostic Tools 
In the primary classes we teach pupils the basic elements of read-
ing, but the student must utilize reading as a tool through which to 
master the subject matter of his courses. The essence of such mastery 
is the acquiring of new concepts, the expansion of his knowledge and 
understanding, and finally the integration of new information with old 
so that he may acquire not only mastery of a body of knowledge, but 
also the ability to think creatively within and across subject matter 
domains by seeing relationships not even apparent to the writers of his 
textbooks. That this last goal should be realized very often is, of course, 
not to be expected. Nevertheless, the school and its teachers must be 
charged with the task of preparing the way so that, as far as possible, 
every student has the opportunity to perform to the extent of his capac-
ities. However, the more universally recognized goal is simply the 
mastering of a body of knowledge. This in itself is no mean task; and, 
for the great majority of students, it remains the classic objective of 
their reading assignments as they ascend the academic ladder. Although 
there have been many refinements by imaginative teachers who seek 
to embellish the specific techniques, the basic concepts that distinguish 
the aims at the lower and upper school levels are: (a) learning to read, 
versus (b) reading to learn. The change-over generally happens in 
earnest about the third-to-fourth grade. 
At the higher levels, when a student is in trouble, it is usually 
because he is not keeping up with his classes. His grades suffer, and 
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they are indicators that he is not mastering, up to the level of 
expectation of his teachers, the subject matter of his courses. The 
findings of group experimentation and clinical studies in this area may 
be summarized by stating that the cause of the trouble usually stems 
from (a) a temporary disruption of learning habits because the student 
has been emotionally upset or is under some extraordinary strain or 
anxiety, (b) the application of study habits which serve the student well 
in certain areas but which are not appropriate in others, and (c) the 
fact that a student never has developed the subskills, supportive 
abilities, and good learning habits in general, or for a specific subject 
in particular. The true locus of the last and most general problem, 
(c) above, resides for the most part in the simple fact that the student 
simply never has learned ~ read with power. For to read with power 
means that the student must be able to answer questions and solve 
problems based on the material read. Power goes beyond compre-
hension and may be recognized by the fact that the student has gained 
a working knowledge of a subject in contrast to simply a knowledge of 
it. To gain power then, a student must read with purpose, and his 
cognitive processes must be united in the active search for those 
associative links that will bestow upon the accumulated information an 
intrinsic organization which makes it worthy of being called "a body of 
knowledge. II In order to do this, the student must learn to use to his 
best advantage the many clues and bits of information held within 
the words and phrases themselves but which are not apparent on a 
superficial reading. The keys by which the reader may discover such 
audio-visual, structural, and historic clues and contextual information 
are generally held in what one might call related mental subsystems of 
skills and supportive abilities (otherwise referred to as substrata 
factors). The differential diagnosis and improvement of the skills and 
abilities that underlie power of reading should constitute the major 
effort of any efficient remedial, developmental, or creative reading 
program. 
The school should establish a systematic program of differential 
testing in order to identify, on the one hand, those students whom it 
might consider as poor readers, and, on the other hand, to discover 
the subskills and supportive abilities wherein these very students 
manifest shortcomings. Once discovered, the school can then take 
steps to correct them. 
In order to make differential diagnoses for individual students, 
a survey of the total school should be carried out. Each school should 
develop its own norms for a standard set of subskills and supportive 
abilities, selected on the basis of previous research because they are 
known to undergird the ability to read with speed and power. At the 
higher grade levels, reading ~ reasoning and more. It is this element 
of "more" which, to a great extent, must be generalized beyond any 
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specific subject matter area. Therein lie the intrinsic clues which we 
find embedded in the language itself (not only in the linguistic structure, 
but the literary structures common to the culture as well). These are 
the "extra" clues that when known allow the reader to reason about 
what he is reading with a sophistication that goes beyond the glib and 
superficial. This kind of reading calls for a true understanding of 
the deeper meanings of the word "read." Obviously, this is an over-
simplification. Nevertheless, the target of the reading program should 
be the improvement of the academic achievement of the student, and not 
merely a course to improve reading per se. But reading to learn depends 
on many skills, and therefore, one must ~art at rock bottom and build 
toward an appreciation of what is best in the literature. 
Now, as will be realized from the statements above, there are 
many subskills and supportive abilities that research has shown to be, 
in one way or another, important to speed and/ or power in reading. If 
a student lacks one or more of these or has not learned to integrate the 
ones which he has already mastered; whatever reading success he does 
experience is accomplished in spite of these basic handicaps. In other 
words, he is hobbling along on a crutch. It is the objective of the 
reading program to diagnose these skills and abilities and to improve 
and conjoin them in such a way as to maximize for each student his 
effective speed and power of reading pattern. That is, the teacher must 
not only teach the remedial reader the skills and abilities he lacks, 
but must also teach him to integrate them into his own personal 
hierarchy, or working system, or pattern of abilities so that they may 
be brought into focus whenever he reads for speed and power. In this 
regard I should warn you that group studies per ~ can never tell us why 
a certain individual does or does not read up to capacity; such studies, 
when they explain the variance in reading success for the group as a 
whole, however, may be used to establish a set of extremely valuable 
norms against which to diagnose the skills and abilities of an individual 
student who must compete with the members of such a group. To put it 
in other terms, state or national norms are better than nothing, but by 
far the best for differential diagnostic purposes are the home-grown 
variety. Of course, all three are important for different purposes, and 
the more one has such information, the better one is able to assess not 
only student needs in relation to his group, but the school's needs in 
relation to the state and nation. 
It is fortunate, indeed, that after a group study is done, the very 
same data are immediately available for individual diagnoses. That is, 
by means of the test scores, the reading specialist will know which 
students are not reading up to par, and, even more importantly, will 
be able to identify the exact skills and abilities in which the poor readers 
are weak. Remedial classes may then be formed on the basis of individual 
needs and taught accordingly. Furthermore, each student can be given 
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individual assignments tailored to his personal needs and designed to 
fill in gaps revealed by diagnostic tests. At the first level we already 
know there are certain basic skills and abilities that everyone needs 
if he is going to be able to function even moderately successfully in 
reading. These include especially vocabulary, verbal analogies, and 
auding ability. Beyond these, when one starts contrasting good and 
poor readers, a host of other components enter the picture. They in-
clude: range of information, literary interest, school adjustment and 
morale, word sense, phonetic association, homonymic meaning, 
spelling, prefixes, suffixes, Latin and Greek roots, etc. Likewise, 
some students manifest difficulties at the perceptual level and in 
different modalities. In the visual modality, such students should 
also be tested in spatial relations, figure and ground, cue-symbol 
closure, perception of reversals, word discrimination, etc. In the 
auditory modality, they should be tested in pitch, tone-intensity, 
tonal movement, tonal memory, tone-quality, blends, and rhythm. 
Furthermore, in order to affect the visual or auditory areas of the 
brain (which Dr. Penfield refers to as the uncommitted cortex for 
language), the reality of life, experiences for which the symbols 
stand, must become associated with the prime modalities in the 
tactile-kinesthetic sensations. For example, in the worst cases, it 
is sometimes advisable, in order to get a very poor reader on the 
right track, to re-introduce him to reading by having him trace the 
letters of the words and word parts as he reads them aloud. Such 
cases exist, but they are rare. 
A teacher of English is a teacher of reading, and to some extent, 
must have the ability to diagnose, prescribe, and teach all the above 
abilities not only separately, but in a unified way as well. This latter 
requirement demands that the teacher stimulate the student to read, 
read, read. . . and read some more, for it is only through reading 
that the separate subskills and supportive abilities become integrated 
into an efficient working system. It is not only the mastery of the 
many subskills and supportive abilities, but the establishing of an 
efficient interfacilitating pattern among them that makes for the good 
reader. 
Jack A. Holmes: What Do Elementary Teachers Need to Know to 
~~Instruction in English?r-----
The major concern of elementary English teachers is the 
1 The credit for this position paper goes to my seminar group: J. 
Martin, B. Jensen, C. Bhasin, B. Thomas, R. Elder, K. Alword, 
R. Shinn. We have been working together in this area for over a year. 
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progressive development of the speaking and writing systems of English 
with children. Their first and fundamental need is to have at hand an 
accurate description of the speaking and writing systems and the rela-
tionship between them. 
Present elementary English programs fail to provide this descrip-
tion. One might charitably describe the content of most English text-
books for elementary children as an eclectic accumulation of (1) common 
errors of childrenl s speech and writing (to be presented to children on 
the questionable basis that they need to be exposed to errors in order 
to avoid them), and (2) elements of classical Latin grammar, which 
generally described the operation of an inflectional, static language. 
We may therefore identify and assign to first priority status the 
need for basic research to develop an adequate theoretical model of our 
speaking, writing, and reading systems and their consistent interrela-
tionships. 
Several recent contributions to linguistic scholarship may prove 
to be very significant in the development of a theoretical model which 
will be appropriate for elementary school children. We should acknow-
ledge the important critical work of structural linguists such as Charles 
Fries, Archibald Hill, George Trager, Henry Lee Smith, and C. Lefevre. 
While concisely isolating the inconsistencies of Latinized English grammar, 
they stressed the primary importance of speech in forming a descriptive 
or structural analysis of the language. With David Reed I suggest that 
the primacy of speech, from the reading point of view, has been over-
stres sed to the point that this approach cannot really hope to offer a 
suitable model to an elementary curriculum which must acknowledge and 
teach the importance of reading and writing. Lefevre is present and can 
speak for himself. 
A less extreme position may be found in the definitive transforma-
tional analysis developed by Noam Chomsky. Chomsky views grammar 
as II ••• a device of some sort for producing the sentences of the 
language ... II Paul Roberts in particular has woven the generative con-
cept of Chomskyl s kernel sentences into the syntactical strand of the 
recently published Roberts English Series, a set of English textbooks 
from grades three to nine. A basic assumption of the Roberts Series is 
that the child by grade three virtually is a functioning grammar of the 
language, able to produce new sentences he has never before encountered 
and to understand new sentences he has never before heard or read. 
The Series unfolds a structured plan to expand and formalize this intui-
tive awareness of syntax, to mold it into a cognitive linguistic tool. 
Recently some in our group have embarked on a research project 
which is designed to evaluate this Series with students of grades three 
to six over a three-year period. This type of research should be 
strongly encouraged in others also, for it may provide a basis of 
evaluating with children a basic premise of transformational lingui-
stics. 
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Written English shares with reading the need of an adequate 
model to describe the sound- symbol correspondences of English. 
Bloomfield, Fries, and Hall have provided valuable insights in this 
direction. Hodges and Rudorf, members of a Stanford group-study 
project under the direct of Dr. Paul Hanna, found that more than 80% 
of the graphemes of 17, 000 English words had consistent phoneme 
correspondences when stress and positional features were considered. 
An algorithm for spelling was developed and programmed for the 
computer processing of the 17,000 words to test how many of the words 
could be spelled correctly from oral-aural cues alone. Of the total 
number, 49% were spelled correctly and 37.2% were spelled with only 
one error. 
Three needs: 
(1) An adequate model. 
(2) Teacher familiarity with the content and methodology pre-
scribed by the model. 
(3) Appropriate curriculum materials. 
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ELEMENTARY ENGLISH LANGUAGE-ARTS INSTITUTES 
Robert Allen 
Teachers College, Columbia University 
Introduction 
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The recommendations embodied in this paper grow out of my 
experience with a course entitled "Modern Concepts of Language" 
offered to elementary school teachers by the Department of Languages 
and Literature at Teachers College, Columbia University. I have 
taught the course since its inception several years ago; it is a one-
semester linguistically oriented course in English. Many of the 
students enrolled in the course have themselves been elementary 
teachers actively engaged in teaching at different grade levels while 
taking the course; through them I have had constant feedback as to the 
kinds of things which they found relevant and useful in their own 
teaching. A few of those who have taken the course have since under-
taken doctoral studies in which they have tried out and tested the 
applications of various linguistic concepts discussed in the course; 
through my close contact with these doctoral students, I have learned 
a great deal about what the average elementary school teacher knows--
and, more importantly, about what she does not know that she should 
know. 
These recommendations are also based, in part, on the "Guide-
lines for English in the Preparation Program of Elementary School 
Teachers and Secondary School English Teachers" drawn up at the 
First Regional Work Conference of the English Teacher Preparation 
Study sponsored by the National Association of State Directors of 
Teacher Education and Certification, the National Council of Teachers 
of English, and the Modern Language Association of America. Since 
those Guidelines seem particularly pertinent to any discussion of the 
content of elementary English language-arts institutes, I will quote 
here, in full, those sections of the Guidelines that pertain to the train-
ing of elementary school teachers in the area of "language": 
1. LANGUAGE 
A. Basic Competencies 
Both elementary and secondary school English teachers 
should have acquired through a systematic study a broad know-
ledge about language in general and about the present-day 
English language in particular. This study should include: 
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phonetics, phonology, morphology, syntax, and semantics 
of the English language; the theoretical and inductive in-
vestigation of the regional, social and functional varieties 
of English usage; major developments in the history of modern 
English. 
The teacher should have some knowledge of the structure 
and vocabulary of a language other than English. 
The teacher should also be acquainted with the prepara-
tion and uses of grammars and dictionaries. 
The teacher should be prepared to apply linguistic know-
ledge to the entire task of teaching English. 
The teacher should be familiar with what is known about 
language learning, with special attention to such aspects as 
ar~ appropriate to the age-level of the students to be taught. 
B. Elementary 
Elementary school teachers should also have some under-
standing of: the stages through which children pass on the 
way to the acquisition of a full grammar; the particular pro-
blems posed by the English writing system for those learning 
to read and spell; the integral relationship between language 
growth and the development of the ability to read and write; 
and, the linguistic knowledge and theories underlying the 
various traditional and contemporary approaches to the teach-
ing of beginning reading. 
The History of English and of English Grammars 
The content of the language component of an elementary English 
language-arts institute should include a short, not too-detailed overview 
of the development of the English language--partly to acquaint the 
teacher enrolled in the institute with the history of their own language, 
but more importantly to convince them that the English language (like 
all other languages) has undergone many changes and that such changes 
are normal (and, at least in the area of syntax, are derived more often 
than not from the usage of the educated or prestigious rather than from 
the usage of the uneducated). No really satisfactory text for this part 
of the institute course is available, as far as I know; I have used W. 
Nelson Francis' The History of English, now incorporated as Chapter 3 
of his The English Language: An Introduction (New York: W. W. Norton 
and Company, 1965). However, Francis does not describe one of the 
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changes in the development of English which has special relevance 
for elementary English language-arts teachers: I refer to the so- called 
"Great Vowel Shift, " some understanding of which is valuable for 
teachers intimately concerned with the problems of present-day 
spelling and pronunciation. First and second grade teachers need to 
know why the ~ in mad in a sentence like It made ~ mad is called a 
Ilshort" ~ when it is noticeably longer than the ~ in made. They also 
need to know the reasons underlying the rules for doubling in present-
day English if they are to be able to teach those rules to their 
students in a meaningful way rather than merely by rote. I Appropriate 
chapters from Stuart Robertsonls The Development of Modern English 
(second edition, revised by Frederic G. Cassidy; New York: Prentice-
Hall, 1954) can be as signed to fill in the lacunae in Francis I pamphlet. 
Robertsonl s book includes many examples of words that have changed 
in their pronunciation, or that are pronounced differently today by 
speakers of different dialects. / 
Along with some knowledge of the history of the English language, 
the teachers in the institute should learn something about the origins 
both of traditional grammars of English and also of linguistically 
oriented grammars. For background information about traditional 
grammars, they should read some book such as Charles C. Fries I 
The Teaching ~English (Ann Arbor, Michigan: The George Wahr 
Publishing Company, 1943); for information about the origin and develop-
ment of structural linguistics, they should read Chapter Two, IILinguistics: 
The Study of Language, II in Fries I Linguistics and Reading (New York: 
Holt, Rinehart and Winston, 1963). 
Graphemic-Phonemic Correspondences (of IISpelling Patterns ll ) 
Elementary school teachers should also read the other chapters 
in Linguistics and Reading because of the importance of what Fries 
has to say about the teaching of reading. His discussion of Ilspelling 
patterns ll and of the difference between his own approach to the teaching 
of reading and a straight phonics approach is particularly relevant. 
Study of those spelling patterns which involve only single vowe11etters 
(with or without doubling of the following consonant, and with or 
without a following ~ or 2) should be related to the discussion of the 
Great Vowel Shift. 
One type of exercise which I always require of those 
elementary school teachers in my courses who may be at all 
involved in the teaching of beginning reading is designed to 
insure their recognition of Il regular spelling patterns. II I ask 
them to write three short, simple stories for first grade child-
ren, following the models to be found in the booklet of short 
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stories in the Read Along With Me kit (Robert L. Allen 
and Virginia F. Allen, Read Along With Me; New York: 
Bureau of Publications, Teachers College, Columbia Uni-
versity, 1964). In such stories, the paragraphs printed in 
small type (or typed in black) are to be read by the parent 
or teacher, while the short sentences printed in large bold-
face type (or typed in red) are to be read by the child. Such 
stories enable the plot to be carried forward quickly in the 
paragraphs read by the adult; the sentences read by the 
child, however, contain only regularly spelled words (with 
the exception of "a, " "the, " and "was"). (Other irregularly 
spelled words are introduced one at a time as needed.) In 
the first of the three stories, the teachers are supposed to 
introduce, in the sentences to be read by the child, only 
one- syllable words that contain the so- called" short" vowel 
sounds; in the second story, they are expected to introduc~ 
only one- syllable words containing both "short" and "long" 
vowel sounds; in the third story, they may also introduce 
two- syllable words which are accented on the first syllable 
if. the first syllable ~ regularly spelled and contains either ~ 
"short" vowel sound.£E. ~ "long" vowel sound. In the stories 
written by teachers, the sentences which are written for the 
child to read, are used to determine whether or not the 
teachers understand the concept of "regular spelling patterns, " 
and whether they really know the "short" sounds and the "long" 
sounds of the five vowel letters. 
Usage and Dialects 
English teachers, regardless of the levels on which they teach, 
should be acquainted with the facts about usage. These may be covered 
in lectures, or brought to the teachers' attention through required readings 
in such books as Teaching English Usage by Robert C. Pooley (New 
York: Appleton- Century- Crofts, 1946) or American English Grammar 
by Charles C. Fries (New York: D. Appleton-Century Company, 1940). 
The last-named book is especially useful; selected passages in it 
should be listed as "required reading" for all teachers in the institute. 
The teachers should also be required to read the article "Cultural 
Levels and Functional Varieties of English" by John S. Kenyon, 
which first appeared in the October 1948 issue of College English 
(pp. 31- 36), and has recently been reprinted in Readings in Applied 
English Linguistics, edited by Harold B. Allen (second edition; New 
York: Appleton- Century- Crofts, 1964, pp. 294-301). Additional 
reading that I have found helpful consists of passages from books on 
English pronunciation which deal specifically with the reduction of 
vowel sounds in unaccented syllables and the blending or running 
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together of words in connected discourse. Since books written for 
teaching English as a foreign language tend to emphasize such reduc-
tion and blending, I have often chosen the passages to be read from 
such books. 
In my own work with elementary school and high school English 
teachers, however, I have found that the mere reading of articles 
or books about usage does not drive home their significance suffi-
ciently. For this reason, I try to play recordings of different 
American and British dialects in my courses; I also include, for 
outside work by the teachers, exercises which require that they 
look up facts about usage and dialects in the Linguistic Atlas ~ the 
United States or in one or another of the books and articles referred 
to in Harold B. Allen's "The Linguistic Atlases: Our New Resource" 
(reprinted from the April 1956 issue of The English Journal in Allen's 
Readings in Applied English Linguistics-:-Pp. 212-219) or in Margaret 
M. Bryant's Current American Usage (New York: Funk and Wagnalls 
Company, 1962). The two books which I have found most useful, 
however, are Dialects-- U. S. A. by Jean Malmstrom and Annabel 
Ashley (Champaign, Illinois: National Council of Teachers of English, 
1963) and- -for reference purposes--A Dictionary ~ Contemporary 
American Usage by Bergen Evans and Cornelia Evans (New York: 
Random House, 1957). I regularly require the teachers in my courses 
to indicate their own personal opinion as to the present "stature" of 
twenty or twenty-five usage items and then have them look up the 
facts about each item in the Evans and Evans dictionary. I also 
assign some such words as stout or silly, which I have the teachers 
look up in the Oxford English Dictionary; I ask them to prepare charts 
showing the different meanings that the word has had from the date 
of the earliest quotation given in the O. E. D. down to the present, 
giving dates for the first and last quotation cited for every different 
meaning of sense. 
Other Misconceptions 
Among the concepts I have found to be especially difficult to get 
across to elementary school teachers is that of the influence of a child's 
own native dialect or language on his recognition and production of 
different sounds. Many elementary school teachers (and principals) 
also fail to recognize what a shattering experience it may be for a 
child to be required to speak only a new, imperfectly-learned language 
while in school, with penalties for speaking his own language. Again, 
teachers of beginning reading often cannot believe that discussion of 
the meanings of words may be relatively unimportant in the initial 
stages of learning to recognize the grapheme-phoneme correspondences 
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in an unfamiliar orthography. To drive these points home, we require 
of the secondary school teachers in our own Department who are 
majoring in the teaching of English as a second language, exposure to 
a language different from their own, in an attempt to give them some 
understanding of what their own students have to go through. (For 
this purpose we make extensive use of prepared tapes in our language 
laboratory.) And we have tried--but not very successfully--to persuade 
such teachers to limit themselves to the use of the new language they 
are learning for a period of several hours, to give them an opportunity 
to see what it really feels like. We also hope, before too long, to be 
able to experiment with transcriptions of English in Arabic or Hindi 
orthography, in order to drive home the point that when a person is 
trying to learn the printed symbols corresponding to a language he 
already knows orally, he is not nearly as interested in the meanings 
of the words printed in the new symbols as he is in the relationship 
of the new symbols to the sound of his own language. 
At Teachers College we have just instituted a new course 
in the teaching of standard English to speakers of non-
standard dialects of English. This is a methods course 
which leans heavily on the methods of teaching English 
as a foreign language. The decision to offer such a 
course was made as the result of consultant work per-
formed by members of our staff at Claflin University 
in Orangeburg, South Carolina, where Dr. San-su Lin--
a graduate of our Department--directed a project spon-
sored by the Office of Education in which English-as-a-
second-language techniques were used to teach standard 
English to the students entering the University who 
spoke some non- standard dialect. Some such course 
as the one now being offered at Teachers College--or 
at least some of the content of the course--might be 
included in the language component of an elementary 
English language-arts institute for teachers who will 
be teaching children from disadvantaged backgrounds. 
"Structural Linguistics" 
Since most of the linguistically oriented textbooks now available 
are based in large part on Trager and Smith's phonological analysis 
of English and on Fries' syntactic analysis, the teachers in the insti-
tute should become acquainted with these varieties of "structural 
linguistics." A book like Paul Roberts' Understanding English (New 
York: Harper and Row, 1954) is well suited for this purpose; it 
is well-written and provides a relatively simple introduction to the 
concept of immediate-constituent analysis, to Fries' use of substi-
tution frames for the identification of different word classes, and 
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to the kind of phonological transcription based on the work of 
Trager and Smith which one finds in many articles in such peri-
odicals as the English Journal and Elementary English. In 
addition, Roberts' book gives much useful information about 
language in general and about the English language in particular. 
I should state here, however, that I do not 
believe that teachers in the institute should study 
Roberts' Understanding English intensively, nor do 
I believe that they should teach their own students 
the kind of phonological and syntactical analysis des-
cribed in that book. Their reading in Roberts' text 
would be more for their own information than for any 
practical use they could make of its contents. There 
are too many English constructions to which immediate-
constituent analysis cannot be applied, except arbi-
trarily; Fries' substitution frames are primarily 
frames for words and tend to reinforce the emphasis 
on words which is one of the chief weaknesses of 
traditional grammar. The study of English phonology 
is of less value--at least in elementary school grades--
than the study of other, more recent approaches to the 
analysis of English sentences. Teachers mislead 
their students if they suggest that phonological signals 
will help them to distinguish between the structure of 
two such sentences as Is that girl writing a letter? 
and ~ that girl writing a fclter your sister? when the 
students encounter such sentences on the printed page. 
And yet one must be able to recognize the difference 
in structure between those two sentences if one is to 
be able to read them intelligently. Reading them aloud 
would not neces sarily reveal the difference between 
them; indeed, the manner in which a person reads a 
sentence aloud reveals the analysis of the sentence 
he has already made. Most children, it has been said, 
have already mastered the phonological structure of 
their native language by the time they are five or six. 
There is little need, therefore, it seems to me, to 
teach them all about stresses, pitches, and terminal 
contours. Teachers should have their attention called 
to such things, however, so they can make use of 
insights gleaned from this sort of knowledge on those 
occasions when such insights may help in clearing up 
ambiguities, or in the discus sion of prosody when 
studying poetry. Such information may also be of 
value to teachers who are teaching some standard 
dialect of English to non-native speakers of English 
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or to speakers of some non-standard dialect--or even to 
children who have speech problems. (It appears, for 
example, that teachers of deaf children have found de-
tailed descriptions of English phonology, as well as a 
thorough understanding of the articulatory processes, 
of real value in their teaching. ) 
Other Approaches .!£. Linguistic Analysis 
Two other approaches to linguistic analysis hold greater promise 
for the teaching of reading and writing in the elementary grades: the 
transformational theory postulated by Noam Chomsky and the tagmemic 
theory first postulated by Kenneth Pike. Of the two, the latter may 
well be of potentially greater significance for teachers in the earlier 
grades, although elementary school teachers should be informed 
about both. In order to become acquainted with the basic concepts 
of both approaches, the teachers in the institute should be required 
to read some such book as Transformational Grammar and the 
Teacher of English by Owen Thomas (New York: Holt, Rinehart 
and Winston, 1965), as well as An Introduction.!£. Morphology and 
Syntax by Benjamin Elson and Velma Pickett (Santa Ana, California: 
Summer Institute of Linguistics, 1962), especially Parts I and II. 
(The new Roberts English Series published by Harcourt, Brace and 
World makes use of transformational concepts and symbols; it is 
intended for use in grades 3 through 6. No textbooks based on tagemic 
grammar are available as yet, although one such text has been tried 
out in mimeographed form in several schools in Tennessee and, 
hopefully, will be available in printed form before long. ) 
It has been my experience that most elementary school teachers 
are woefully ignorant of grammar--of any kind of grammar, even 
traditional grammar. And yet those who will be teaching in the fifth 
and sixth grades--and possibly, also those who will be teaching in 
the fourth grade--will probably be expected to teach their students 
some grammar in connection with the language-arts program in their 
schools. Unless the teachers themselves are taught a better kind of 
grammar, such grammar teaching in the schools will consist largely 
of drill in the learning of rules (often inaccurate rules) relating to 
various usage items, of the memorization of definitions such as those 
for the "eight parts of speech, II and of attempts at identifying the 
part of speech to which one or another word belongs. Unfortunately, 
most if not all structural descriptions of English also tend to emphasize 
words rather than larger constructions, as do the few samples of 
tagmemic analysis of English that have appeared in print. And yet 
83 
more than anything else, I believe, fourth and fifth grade students 
need to learn to identify the larger units which go together to 
make up English sentences, the units which I call" sectors. II 
There is already some evidence to suggest that the ability to 
identify the sectors in a sentence will, more than anything else, 
help a child to recognize the structure of a sentence and thus 
to read the sentence intelligently. There is also reason to 
believe that students can learn to write more effectively by 
gaining a recognition of the different kinds of sentence-units 
and of the different positions which they may occupy, added 
to practice in making up such units and in manipulating them 
and shifting them around. For these reasons, a considerable 
portion of my course at Teachers College is devoted to a study 
of the structure of English sentences. 
An important component of this grammar derives from 
Fries l emphasis on "layers of structure, II that is, on different 
levels within the hierarchy of constructions that make up a 
sentence. Instead of working from words up to sentences, 
however, this grammar starts with sentences (and even larger 
units) and works down to words and morphemes. (The "parts 
of speech" are among the last things to be discus sed.) The 
function of a unit is examined on the level on which it forms 
part of a larger construction; the unit itself is then extracted 
from the larger construction and examined for its form on the 
next lower level, where it no longer makes up part of the larger 
construction. 
It has been claimed that the only way to produce 
good writers among our students is to have them read 
and read and read. Reading alone, however, will not 
produce a good writer. It seems more likely that a 
reader becomes an effective writer only when, either 
consciously or unconsciously, he somehow becomes 
aware of the devices used by the writers whose works 
he reads. Some students seem to be able to develop 
this kind of awareness without special assistance, but 
the average student cannot. Although much of the 
emphasis in English classes fifty years ago was on 
examining (by means of parsing and diagramming) 
English sentences within the framework of a Latin-
based grammar, nevertheless such examining did at 
least force students to look more closely at the con-
struction of English sentences. For many students, 
the kind of grammar that was used in such grammatical 
analysis interfered with their recognition of what the 
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writers they studied were actually doing with the language. 
But for some students--students who were able to focus 
on the English in spite of the grammar-- such analysis 
did seem to produce a better recognition of the many 
different devices that the English language places at 
the command of the writer able to make use of them. 
There is some justification for the belief that with the 
aid of sector analysis teachers will be able to alert even 
average students to the different ways in which skillful 
writers make use of such devices and can help such 
students to make greater use of these devices them-
selves, consciously rather than haphazardly. ):C 
Other Materials 
Regardless of what kind of grammar the teachers in the insti-
tute are taught (to prepare them for teaching it themselves), the 
grammar should be based upon what children--even young children--
already kD.ow about the structure of their language, in order to relate 
the grammar teaching to their own feeling for the language. Children 
should be helped to recognize the fact that writing more mature sentences 
involves the extension and expansion of the kind of English they already 
write, not the learning of a new and totally unrelated kind of English. 
The teachers themselves should be made aware of the amount of 
English--both vocabulary and grammar--that their students already 
know, on each level, even if only unconsciously; to this end, their 
attention should be called to such studies as Ruth G. Strickland's 
The Language of Elementary School Children: Its Relationship to 
the Language of Reading Textbooks and the Quality ~ Reading of 
Selected Children (Bulletin of the School of Education, Indiana Univer-
sity, Vol. 38, No.4, July, 1962) and Walter D. Loban's The Language 
of Elementary School Children (Champaign, Illinois: National Council 
of Teachers of English, 1963). 
Two other books which I myself would call to the attention of 
elementary school teachers are the Thorndike Century Beginning 
Dictionary (Chicago: Scott, Foresman and Company, 1945), especially 
the section entitled "How to Use Your Dictionary, " and Better Work 
* Robert L. Allen, "Descriptive Linguistics: Implications for 
the Teaching of Reading and Writing, " in Fred Guggenheim and Corinne 
Guggenheim (eds.), New Frontiers in Education (New York: Grune 
and Stratton, in pres~ -
Habits by Rachel Salisbury (Chicago: Scott, Foresman and 
Company, 1942). Although there are more recent dictionaries 
for elementary school children than the Thorndike Century 
Beginning Dictionary, Edward L. Thorndike's step-by-step 
explanation is still one of the best introductions to the use of 
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a dictionary that I know of. Thorndike discusses such things as 
different ways of defining, alphabetical order, the interpretation 
of diagrams, the way to determine the approximate size of an 
animal from its picture, the selection of the appropriate defini-
tion (out of several definitions), the use of the properly inflected 
form of a verb, the use of the pronunciation key and of diacritical 
marks, the difference between spelling and pronunciation (including 
a discussion of silent letters), syllables, accents and the unstressed 
schwa sound, homographs and homophones, words with more 
than one pronunciation, and roots and affixes. (Unfortunately 
the Thorndike Century Beginning Dictionary does not give the 
derivations of words, so that there is no discussion of etymology. ) 
The study of the Thorndike Century Beginning Dictionary 
should be related to the chapter on dictionaries in 
Roberts' Understanding English, in which he discusses 
the use of dictionaries and also gives something of 
their history. As supplementary reading the teachers 
might be asked to read the articles on dictionaries 
and dictionary-making in Allen's Readings in Applied 
English Linguistics. 
Salisbury's Better Work Habits does not properly belong 
in the language component of an elementary English language-
arts institute since it is intended for use in the high school 
rather than in the elementary school; futhermore, it does not deal 
with language as language but rather with the organization of 
ideas and concepts. However, until a similar book is written 
for elementary school students, this book is still valuable for 
its detailed exposition of an excellent method of introducing 
students to the principles of outlining and organizing. Salisbury 
presents students with many lists - first of words, then of 
phrases, and still later of full sentences - which they are to 
reorganize and group together in logical groupings. In later 
exercises they are asked to write headings for the different 
groups. 
I have sLid nothing here about books or articles dealing 
with the psychology of language learning or with the stages 
children pas s through in their verbal development. I try to 
bring such insights as I can into my own lectures, but I do not 
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feel competent enough to judge as to the reliability of published 
materials that deal with language learning. It is my hope that 
John Carroll may be able to recommend several basic readings 
for elementary school teachers in this area. I do know that 
kindergarten and first grade teachers must be alert to the very 
great handicaps which small children bring with them--a handicap 
from which they may never be able to recover--if they come from 
homes in which they have not been listened to, in which they were 
never given the opportunity to chatter, to "play" with language, 
like normal children. 
The Use of Problems 
One device which I have found to be especially helpful in my 
work with elementary school--and high school--teachers has been 
the assignment of problems relating to language which they are 
asked to do as homework. These are problems which I prepared 
originally for a group of junior high school students who were 
involved in an experimental program in problem solving; I have 
found the working out of the problems of value to teachers as well, 
especially since they are problems which the teachers can use with 
their own students. The problems present relevant data (for example, 
all the possible verl rms and verb phrases which can be derived 
from a single verb, or long lists of present participles and of past 
participles in -ed which involve the doubling or non-doubling of 
consonants); the teachers are then asked to work out for themselves 
the rules for doubling in English, or to determine whether English 
really does have only six tenses--and if not, how many tenses it 
does have (and under what definition of "tense"). Problems like 
these, in conjunction with the exercises related to usage matters 
described above, are more effective in alerting teachers to some of 
the facts about present-day English than any amount of reading by 
itself. 
Epilogue 
But whatever the materials that may be selected for use in an 
institute for elementary teachers, the class discussion should at all 
times be conducted in such a way as to focus attention upon those 
portions of the as signed materials that can be applied to clas sroom 
teaching. Much of the content of the texts recommended in this 
paper extends beyond the interests and needs of elementary school 
teachers. The discussion in class should help participants to see 
how the concepts that are introduced in the readings and lectures 
can have practical relevance to the teaching of children. Hopefully, 
some of the studies that have already been written describing 
ways in which linguistically oriented materials have been 
87 
adapted and used with elementary school children can be made 
available in one form or another for use in elementary institutes. 
Teachers enrolled in such institutes should be required to 
prepare materials for use with children on those grade levels 
that they themselves teach--materials in which they demonstrate 
their grasp of these new concepts. (In summer institutes 
designed for teachers of English as a second language, pro-
vision is often made for actual classes in which the participants 
are given a chance to tryout new materials and lesson plans 
which they have prepared. Similar classes might be included 
as part of the language component of elementary English 
language-arts institutes. ) 
In setting up the programs for such institutes, directors 
should take care to provide for constant feedback, so that the 
staff may be quickly alerted to problems caused by lecturers 
who fail to communicate with the participants. An institute 
which neglects to take such precautions can set back the cause 
of linguistics by arousing hostility among the very teachers who 
most need the kind of help linguists can supply. Linguists who 
have never visited elementary school classes--or, at best, have 
had no contact with elementary school teachers--would probably 
be among the worst resource persons for a language-arts insti-
tute. The best kind of a staff for such an institute would be 
made up largely of experienced teachers who have had intensive 
training in linguistics. Unfortunately, an institution wishing to 
submit a proposal for such an institute may feel--probably with 
some justification--that its proposal is more likely to be accepted 
and funded if several Ilbig" names are included, at least in the 
roster of consultants. One real problem facing the director of 
such an institute is that of making his consultants just what the 
name implies: persons to be consulted rather than persons to 
be used as lecturers or teachers in the program itself. The 
number of experienced elementary school and high school 
teachers who have had a sound training in linguistics is increasing; 
such teachers would probably be the best ones to recruit for the 
teaching staff of an elementary language-arts institute. College 
teachers who have had direct contact with language programs in 
elementary schools--or, better yet, professors in teacher-
training colleges who have worked with elementary school 
teachers--would also make valuable resource persons. 
However, there may be some value in including one- shot 
lectures or small-group discussions with well-known linguists--
but any linguists invited for this purpose should be selected 
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from among the relatively small group of linguists who know how 
to communicate with laymen. The other linguists, no matter how 
stimulating, should be reserved for the graduate courses in lin-
guistics in which the graduates of the elementary English language-
arts institutes will hopefully enroll at some later date. 
Outline 
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REPOR T OF THE LANGUAGE COMMITTEE 
O. The structure of an institute: two intersecting models 
1. The componential model: three-part division 
1.1 A basic understandings component 
1. 2 A basic skills component 
1.3 An aesthetic-creativity component 
2. The operational model 
2.1 A tentative organization into temporal blocks 
2.2 Staff: composition, use, problem of selection 
2.3 The advisability of the K-6 institute 
O. The language committee has attempted to evolve a report 
which will both (a) state the consensus of the members on the requisite 
SUBJECT MATTER to be provided in summer institutes for elementary 
school teachers, and (b) at least adumbrate a kind of ORGANIZATION 
which will make practicable the presentation of this subject matter 
within the short span of time occupied by such institutes. (The 
committee did not concern itself with such atypical frameworks as 
the part-time institute conducted during the school year and the two-
summer sequential institute. The former would seem by definition 
to require highly specialized local planning rather than general 
guidelines: the latter appeared, to the few members who commented 
on it privately, unworkable and to some extent unfair to the clientele, 
in that by selecting only former participants for the second summer 
it would limit the accessibility of training. ) 
As a result, the committee agreed upon the presentation, by 
means of this report, of a pair of intersecting models for the conduct 
of a summer institute for elementary teachers. They are (a) a 
COMPONENTIAL MODEL for the selection and ordering of subject 
matter; (b) an OPERATIONAL MODEL for the structuring of the 
daily and weekly progression of the institute. These models are 
characterized as intersecting because, as will appear, there is no 
simple parallelism or one-to-one correspondence between the elements 
of the two models. 
Both models are described below. The descriptions, it is 
hoped, will have a sufficiently high degree of generality to make 
them easily adaptable to widely variant local needs. However, the 
specific detail of the description should indicate the extent of the 
committee members' concern with and knowledge of the actualities 
of their subject and of school. It should, in fact, be pos sible to 
set up at least one institute which incorporates directly most if not 
all of the committee's recommendations, and which would work. 
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1. The componential model is designed to clas sify the kinds of 
concepts, attitudes, and practices which an institute in language arts 
for elementary teachers would want to provide as learnings or to 
consider as instructional devices. It has a tripartite division into 
a basic understandings component, a basic skills component, and 
an aesthetic-creativity component. 
It should be mentioned here that the first task undertaken by 
the committee was to define the problem of the elementary insti-
tute as RETRAINING OF THE GENERAL SPECIALIST, and to 
consider in this light three alternatives for the structure of content 
in an institute. The retraining of experienced teachers by subject-
matter specialists involves the creation of intellectual multiplicity 
in a teacher's approach to her work: new ways of doing things and 
new things to do. The elementary teacher, as a general specialist 
in the self-contained classroom as most school systems provide for 
it, already has a multiplicity of duties with regard to teaching the 
uses of language: she must deal with speech, oral composition, 
practical writing, spelling, handwriting, to name only some. This 
problem defined, our alternatives were stated thus: 
(1) Should we recommend or plan an institute in which 
the sole instructional emphasis is on linguistics? 
(2) Should we recommend or plan an institute employing 
the "General English" conventional tripartite struc-
ture of language-literature-composition, and con-
centrate on organizing the instruction in the language 
segment of such a structure alone? 
(3) Should we recommend or plan an institute which has 
an introduction to the nature of language and of 
English as its major overt theoretical component, 
and one or more additional components constructed 
around classroom skills and activities and inte-
grated with the theoretical component? 
(1) was rejected because the potential participants are as a group not 
sufficiently specialized in interest, preparation, or professional duties. 
(2) was not pursued because the compartmentalization, it was felt, 
would artificialize the subject matter and necessitate a workshop which 
might lead the participants' thinking into an overemphasis on pedagogical 
gimmickry. (3), as may be surmised from the description of the pro-
gram so far, is what was chosen. 
1.1. The basic understandings component is planned to comprise 
an introduction to the nature and uses of language in general and to the 
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structure and history of the English language. A sequentially 
organized outline of the content of this component follows, with 
occasional explanatory comments. The outline is suggestive 
only, and the degree of emphasis given to any subcomponent 
is left to the discretion of individual directors and faculty members 
who may make use of this model. 
I. Nature of Language: language as system 
II. History and Development of the English language 
III. 
A. Language variation 
1. Diachronic 
a. Old English 
b. Middle English 
c. Modern English 
2. Synchronic 
a. Regional dialects 
b. Social levels 
c. Functional varieties 
B. History of grammars 
The 
A. 
This does not represent an artificial "advanced place-
ment" of part of the subject matter described in IV. C. 
What will be taught here is not the manipulation of any 
kind of grammatical analysis, but simply a reasonably 
detailed comparison of the assumptions and methodo-
logies of these two large groups of grammars. 
1. Traditional grammars 
2. Descriptive grammars 
system of spoken English 
Phonology 
1. Physiology of speech production 
a. Phonetics 
b. Speech disorders 
Sufficient material will be presented here to help 
the participants distinguish between disorders which 
need to be referred to a specialist in speech therapy 
and those which can be ameliorated by the classroom 
teacher I said. 
2. Phonemic s 
a. Segmental 
b. Suprasegmental 
B. Morphology 
C. Morphophonemics 
D. Spoken discourse and its syntactic organization 
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IV. System of written English 
A. Writing systems 
Although the placement indicates that this area is not part 
of the study of "language in general, II it was the commit-
tee I s thinking that it would be beneficial for the partici-
pants to examine graphemic systems for languages other 
than English, as well as divergent systems (e. g., i. t. a. ) 
for representing the English language. 
B. Relationship between spoken and written English 
1. Spelling 
2. Reading 
3. Writing 
C. Overview of different models of the grammar of written 
English 
1. Detailed study of one such model 
2. Supplementary use of other models 
Each institute director or faculty member teaching 
this subject area will want to choose his model for 
detailed study- -whether Trager-Smith, Fries-
Francis, transformational-generative, or tagmemic--
on the basis of his own understanding of the nature 
of English structure and the particular emphasis 
of the institute. Those following our institute model 
rather closely might want to consider the following 
suggested criteria for selection of a central or 
major grammar of wri tten English: 
v. Lexicography 
Is its analysis of English adequate? 
How significant is it for the production of further 
texts--pedagogically, for the encouragement 
of composition? 
How acces sible is it? Are introductory text-
books, suitable for institute classes, in 
existence? Are there published materials em-
bodying its principles that can be used in, or 
adapted to, the elementary classroom? 
A. The making of dictionaries 
B. The uses of dictionaries 
VI. Nature of Language: language as communication 
At the close of the institute, the work in the basic understandings 
component returns to a consideration of language in general, 
but this time to its uses rather than its form. 
A. Psychology of language 
93 
B. Language acquisition 
1. Learning a first language 
2. Learning a second language or dialect 
C. The affective uses of language 
Under this heading are subsumed such matters as literary 
employments of language; the definition and classifica-
tion of "style"; theories of modeled composition; stand-
ards for oral performance of poetry; etc. 
1. 2. The basic skills component is not envisioned by the 
committee as a separable subject area for instructional treatment. 
In most states, what society regards as essential performance capac-
ities to be mastered in the elementary grades are given a workable 
chronological arrangement by professional educators which is pub-
lished as scope and sequence charts in manuals put out by state 
departments of education. The basic skills of kindergarten through 
sixth grade are consequently a "given" in the componential model. 
How then are they to be treated? They can be integrated into 
the elements of the operational model by frequent consideration of 
their linguistic and cognitive justifications in the understandings 
section, and frequent attempt's at development of assignments to 
further their acquisition, worked out in the practicum (see 2.1 
below). Thus the skill of handwriting can become a focal point for 
intellectually and pedagogically significant discus sion when graphemic 
systems are taught in the understandings section; while in the prac-
ticum the participants can explore the uses of transliteration (e. g. , 
representation of English words in the Greek alphabet) and ciphers 
(e. g., numeral and geometrical codes) for exercise materials to 
further pupil comprehension of the relationships between language, 
speech, and writing. 
1. 3. The aesthetic-creativity component has as its concern 
the USES of language, just as the basic understandings component 
has as a major aim the exposition of language I s SYSTEMATIC 
NATURE. Where the analytic segment of the basic understandings 
component might, for example, be devoted to a study of a tag-
memic model for the description of English, a corresponding por-
tion of the aesthetic- creati vity component would be dedicated to 
the consideration of a program in oral and written composition 
making use of tagmemic discoveries about the structure of dis-
courses larger than the sentence. The exploration of English 
phonology in the basic understandings component could lead to a 
study of the exploitation of segmentals and suprasegmentals 
(alliteration, rhyme, meter) in quality verse for children, which 
in turn could lead to plans for oral performance of poetry in the 
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classroom, to be engaged in by both teacher and children. We might 
sum up by saying that this component takes as its province the de-
velopment of children· s RESPONSE to the affective use of language 
and their PERFORMANCE as individual manipulators of language. 
2. The operational model is for a summer institute of eight 
weeks· duration, with class work carried on for five days in each 
week. A schedule chart at the end of 2.1 will show the representa-
tion of time in the average class week and day. 
2.1. Four elements were thought to be necessary in the opera-
tional model to provide most thoroughly for the theory and practical 
applications that can be derived from the componential scheme: an 
understandings section; an applications section or practicum; a 
demonstration class; and consultative meetings with guest specialists. 
The understandings section would be very largely coextensive 
with the basic understandings component in the componential model, 
with some interposition of the basic skills component as has been 
noted in 1. 2. It should meet for two hours a day throughout the 
institute, to insure that the extensive body of knowledge outlined 
in 1.1 be presented and assimilated with reasonable adequacy. Pre-
ferably it should meet in the morning, when participants· minds 
are fresh. 
The practicum, or applications section, has been given these 
alternative appellations in an effort to avoid some of the conven-
tional associations of the term ··workshop.·· Participants should not 
be obliged to produce only lesson plans and other materials intended 
for direct transfer to the classro.om teaching situation. Especially 
at the beginning of the institute, use of practicum time for the 
working out of exercises related to the teachers· studies in the basic 
understandings component could be very useful. A transliteration 
or code problem like those discussed in 1. 2, for example, could be 
solved by teachers during practicum time. The practicum should be 
somewhat flexible to allow for intersection with the consultations; 
it might be omitted one day of the five-day week, but it should other-
wise be considered as operating for two hours in the afternoon of a 
normal class day. 
The demonstration class can also be schedule'd somewhat 
irregularly; we suggest its omission during at least the first week 
and pos sibly the fir st two weeks of the institute, while the participants 
are still grappling wholemindedly with the questions posed in the 
understandings section. It should last for no more than an hour (and 
maybe less, since elementary school children are involved) in the 
morning, and might profitably occupy only three or four days a week. 
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Consultant visits should take place in the afternoons and can 
be arranged to intersect with, lead into, or even occasionally replace 
the practicum session. The subject matter suitable for consultant 
treatment and the optimally productive use of consultant personnel 
in the institute are discussed briefly in 2.2 below. 
The chart below suggests a temporal organization of the 
institute instruction, as a flow movement through eight weeks and 
as the content of an average single day. 
WEEKI WEEKS 2 THROUGH 7 WEEK 8 
I I I I I _. --_.. . I I I I I J I I I I 
~ H~u~_ t¥J!I..YlJ !I~_ _Hou~_ ~ __ 1!._ ~ __ T __ ~_..Yl __ : __ ~_ ~ __ .!' __ M~ _!~ _~ ~ ~_I_~_ 
8:30a·rtt· 8:30a.m. I I I I I 
to I Under stand- to I I Understandings Sectiorl 
O• 30 a rrl . 10· 30 I I I I I ~ Same arrangement as 
. •. lngs . a. m. 
I Section I I I I I for week 1, except that 
I ------1-----1----+-----1-----1----- practicum meets M T 
I 0 :45 a. m. I D I ID I I D --f- -- -- 1"'" -- -- - -- emon- emon- em on- Wand T. 
to I strationl Istration I ( stration 
1:45 a. m. (class I fl lass I I class 
I I I I 
~-----~----~----+-----~----I------
I I I I I LUNCH 
I L I U I N I C I H 
I ( I ( ( f-----r------- -----~----~----r----r---~------
2 p. m. ( . :30 p. m. I ( I I I 
to I Prachcum to IConsult-( Consult-l Consult-i ( 
4 p. m. I 2:30 p. m. (ant lant (ant I ( 
I I I I I I 
I 2:30p--:-m:-'-- -- -,-- -- T - ---rpossibl~l- -----
t I ( I I.. I 
I 
o IPracti- IPracti- IPracti- pmlsslOnl Practi-
14: 30 p. m. Icum Icum Icum l on .1 cum 
I I I rrhursdayl 
I I I I I 
Afternoon schedules are flexible as fndicate~d in text 
of report. However, it is often a courtesy to consultants 
to arrange their 2 or 3 appearances for early in the week, 
when possible. Their contributions can often then stimu-
late practicum discussion and work for later in the week. 
I I ( I I 
I I I I I 
I I 
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2.2. A major problem for the director of any institute for 
elementary school teachers is the discovery and recruitment of 
what Raven McDavid has called "middle level" faculty and consul-
tant personnel. These are people who are thoroughly conversant 
with subject matter as it has been described here and with research, 
both recent and established, in these areas, and who are also 
thoroughly capable of conversing with the general specialists of 
grade school about such things without lapsing into pedantry or 
intellectual endogamy. Robert Allen made the suggestion, which 
the committee believes to merit careful consideration, that the 
director seek to obtain, for his full- time teaching staff, experienced 
elementary teachers (or college and university faculty who have 
been elementary teachers) who have extensive graduate or institute 
training in linguistics, cognitive theory, literary criticism, rhetori-
cal theory and practice, etc. 
The rationale of consultant selection and the proper use to 
be made of consultants in the institute program are problems of 
sufficient universality to need a note here. Consultants are of most 
value when they are chosen to represent and to explore areas too 
specialized to merit coverage in course- size components, but yet 
of enough conceptual or practical importance to the institute's aims 
to deserve presentation by a competent specialist. Subjects which 
consultants can be used for might include (a) the description of a 
successful program in modeled composition for the elementary 
school, by one who has taught in or helped prepare such a program; 
(b) an overview of problems and theories of teaching a prestige 
dialect of English as a second dialect to the culturally deprived, by 
a language arts supervisor from an inner-city situation; (c) an 
introduction to the increasing number of quality children ' s books 
which contain sympathetic characters representative of minority 
groups, by a school librarian from a school with a culturally diff-
erent population. 
Consultants seem to perform most effectively in the give-and-
take of conferences with interested teacher-participants who actively 
question and comment, not in a formalized situation which attempts 
to replicate that of a lecture class. It is for this reason that after-
noon appearances, in or near the afternoon time segment allotted 
to the practicum, are recommended for consultants. A meaningful 
sequential arrangement of consultations, so far as is practicable, 
will make it easier for the participants to formulate significant 
questions and engage in useful discussion with the consultants. 
A final caution: This is perhaps the most idealistic section 
of this report. Don't expect to find staff members like these very 
easily. 
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2. 3. Directors may be considering whether to plan a K-6 
institute, or one for either K-3 or 4-6, or one institute with separate 
tracks for primary and intermediate teacher-participants, or perhaps 
one with a more specialized grade range than any indicated here. It 
is the committee's opinion that an institute of less that K-6 scope is 
. inadvisable except in circumstances where precise local needs make 
a narrower focus necessary; e. g., Texas Western College's summer 
1966 institute in English as a foreign language for teachers of K-3, 
operating in an area with a large percentage of non-English-speaking 
children in the primary school population. In all other circumstances, 
a narrower focus would serve chiefly to isolate elementary teachers 
into artificial small groups; and the self-contained classroom is iso-
lation aplenty in this trade. 
G. Thomas Fairclough 
Chairman 
For the Language Committee 
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LANGUAGE 
Annotated Bibliography 
The annotations in the following bibliography are made by Raven 
McDavid, G. Thomas Fairclough, and Robert Allen; the authorship 
of each annotation is indicated by the initials m, f, and a. 
Allen, Robert L. English Grammars and English Grammar. To 
appear 1966. 
a The first tagmemic grammar of English for elementary (and) 
secondary school teachers. 
The American College Dictionary, both first and second editions. 
Baugh, A. C. History of the English Language 2nd Edition. New 
York: Appleton- Century- Crofts Company, 1958. 
m Standard reference work, particularly good as far as the ex-
ternal history of the language is concerned. Not very good 
about structural change. 
Bloomfield, Leonard Language. New York: Henry Holt and Company, 
1933. 
m Bible of American structural tradition. It is very closely written. 
You'd better be sure you understand the last sentence on page 
97 and all sentences before it before you go to the first sentence 
on page 98. A number of Bloomfield's observations about 
language seem dated but it remains a significant and productive 
book. 
a The chapters on comparative and historical linguistics are 
available as a separate paperback. 
Carroll, John B. Language and Thought. Englewood Cliffs, New 
Jersey: Prentice-Hall, 1965. 
a A basic summary of information on the present status of know-
ledge concerning the interrelationships of linguistics and psy-
chology. 
Elson, Benjamin and Velma Pickett An Introduction to Morphology 
and Syntax. Santa Ana, Calif.: Summer Inst. of Linguistics, 
1962. 
f An introductory text embodying tagmemic principles and 
methods. English is frequently used as a source of examples. 
Probably somewhat more comprehensible for elementary 
teachers than other existing works of this school. 
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Evans, Bergen and Cornelia Evans !2.. Dictionary of Contemporary 
American Usage. New York: Random House, 1957. 
a Perhaps the best reference dictionary now available for facts 
about various usage items. 
Fries, Charles, C. American English Grammar. New York: 
Appleton- Century- Crofts, Inc., 1940, (sponsored by National 
Council of Teachers of English). 
m Perhaps the best study of the problem of usage differences; 
chapters one through four and thirteen are the most important. 
The intervening chapters may be dated by changes in the lan-
guage and in the structure of American society. 
a A very important book from the point of view of the research 
design. 
m The first thoroughgoing example of an objective approach to the 
realities of usage differenences. 
Fries, Charles C. Linguistics and Reading. New York: Holt, 
Rinehart and Winston, 1963. 
m I think the first two chapters are very useful: One is history of 
reading (instruction) methods and the second is a survey of the 
history of linguistic methods. I suppose this is the most sys-
tematic description of the spelling method of approach to reading. 
a (Slightly different approach to the spelling approach) is to be 
found in Read Along with Me by Robert L~ Allen and Virginia 
F. Allen. New York: Bureau of Publications, Teachers College, 
Columbia University, 1964. 
m Also Leonard Bloomfield and Barnhart Let's Read. Detroit: 
Wayne University Press, 1961. (And separate fascicles based 
on this book published by Clarence L. Barnhart, Bronxville, 
New York. ) 
Fries, Charles C. The Teaching of English. Ann Arbor, Michigan: 
The George Wahr Publishing Company, 1943. 
a The best available discussion of the history of English grammars. 
Gleason, H. A., Jr., Introduction to Descriptive Linguistics, 2nd 
Edition. New York: Holt, Rin~hart and Winston, 1961. 
m Probably the most successful introductory linguistics text in 
the English speaking world. It is not primarily a text for English 
but useful examples come out of it. Also accompanied by a 
workbook which is important. 
Gleason, H. A., Jr., Linguistics and English Grammar. New York: 
Holt, Rinehart and Winston, 1965. 
m An excellent book but there is the peril of not getting beyond 
diagramming; the only text book for many institutes. 
a Excellent discus sion of the historical background of traditional 
grammar and structural grammar and syntax. 
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Hall, Edward T. The Hidden Dimension. Garden City, N. Y.: 
Doubleday, 1966. 
m A recent summary of Hall's position. 
Hall, Edward T. The Silent Language. Greenwich, Conn.: Fawcett, 
1961 (pb). 
m About the non-linguistic forces in human communication; 
readable and provocative. To be used as supplementary 
materials. 
Halliday, McIntosh, Strevens The Linguistic Sciences and ~ 
guage Teaching. Bloomington: Indiana Univ. Press, 1964. 
f A British book, written from a neo-Firthian point of view and 
consequently in some sections too far removed from the con-
dition of American teachers. Two sections, however, are of 
great value: chapter 4, liThe Users and Uses of Language, II 
with its very intelligent discussion of social- situational style, 
or 'register'; and chapter 8, "Studying the Native Language, II 
which mounts one of the most humanely cultured attacks in 
existence against prescriptivist snobbery. 
Hill, Archibald A. Introduction to Language Structure: From Sound 
to Sentence in English. New York: Harcourt, Brace and 
World, Inc., 1958. 
m "Archbishop Hill's Exegesis of the gospel according to St. 
George" or "a Hill of a way to Tragerize English. II Hill's 
book is an expansion of the Trager-Smith; it is not milk for 
babes- -it is not something to be used as a text for teachers 
or even advanced teachers, but is something that you cannot 
ignore. 
a One has to admire Archibald Hill' s r~gorous application of 
one approach to linguistic analysis, but in the end one can't 
help but ask, "SO what? II 
m If he had not tried, then we would not have been in the position 
to see the limitations of the Trager system. Somebody had 
to do it. 
f Rarely used as a textbook. A useful supplementary reading 
to display the successes and failures of an uncompromising 
phonologically- based grammar of American English. The 
appendices on Eskimo and Latin can be profitably examined 
for methodology of description. The remarks on literary 
language are suggestive. 
Hockett, Charles F. A Course in Modern Linguistics. New York: 
The Macmillan Company, 1958. 
m The latest and perhaps the last attempt to include all of lin~ 
guistics in one set of covers. 
a Not suitable for elementary course but O. K. for school refer-
ence shelf. 
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Jespersen, Otto Essentials of English Grammar. Tuscaloosa: Ala-
bama University Press, 1965. 
m It is an influential if idiosyncratic analysis of English; many 
insights into the language that have not been seen since. 
a These are a sort of a condensation of his 7-vo1ume Modern 
English Grammar. 
Jespersen, Otto Growth and Structure ~ the English Language. 
Garden City, N. Y.: Doubleday and Company, 1919. (paper-
back). 
m The theories somewhat dated. Oriented toward British English, 
but well written; brief historical treatise. 
Joos, Martin "The Five Clocks, ".Chapters 1-5 in Dudley Bailey, ed., 
Essays on Rhetoric. New York: Oxford University Press, 
1964. - . 
f A maddening, delightful, intelligent, alert, accurate, and 
stylistically meritorious dissertation on style or register in 
American English. As tonic for real-life Misses Fidditch as 
for the one who plays female lead in the book. 
Joos, Martin The English Verb. Madison, Wisconsin: University 
of Wisconsin Press, 1964. 
f Useful both for method and for result; shows readers what you 
can do to real data (and what "real data" is! ) in order to arrive 
at viable conclusions about a carefully delimited segment of 
the English grammatical system. 
Kenyon, John S. "Cultural Levels and Functional Varieties of Eng-
lish. " and other articles appearing in Harold B. Allen's Readings 
in Applied English Linguistics, 2nd edition anthology. New 
York: App1eton-Century-Crofts, 1964. 
f The Kenyon article is a significant early work in the study of 
American social dialects and registers. The entire anthology, 
because of its consistent intertwining of fact and pedagogy, is 
strongly recommended for use in institutes. 
Language and Language Learning. A special issue. of The Harvard 
Educational Review, spring 1964 (to be published as a separate 
volume, 1966). 
f A valuable set of articles in such diverse but related fields as 
child acquisition of language; psycholinguistics; evaluation of 
grammars; and transformational theory. Should be on the reading 
list of every English institute for elementary teachers. 
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Loban, Walter D. The Language.2! Elementary School Children. 
Champaign: National Council of Teachers of English, 1963. 
f Like Strickland (see below), a major work in the area of 
children's language and its development. 
Malmstrom, Jean and Annabel Ashley Dialects-- U. S. A. Cham-
paign: National Council of Teachers of English, 1963. (adap-
tation of Francis' chapter 9, The Structure of American 
English. ) 
McDavid, R. 1., Jr., American Social Dialects. (pamphlet) Cham-
paign: National Council of Teachers of English, 1965. 
McDavid, R. 1., Jr., Sense and Nonsense about American Dialects. 
New York: M. L. A., 1966. 
f The above three works complement each other well. Dialects--
U. S. A. provides valuable exercises and projects for teachers, 
to help further their understanding of regional dialects. Mc-
David has been the American dialectologist most responsible 
for creating an informed educational concern with social 
dialects, and these two articles are important statements of 
fact and purpose. 
McDavid, Raven and Evelyn Gott Our Changing Language. The 
McGraw-Hill Book Company, Webster Division, Missouri, 
1965. One long playing record; historical passages and 13 
specimens of contemporary American English dialect. 
National Council of Teachers of English American Dialect Recording 
which is expected to appear some time soon. This will in-
clude six passages by adults including reading passages and 
free discourse. 
Francis, W. Nelson The History of English. Now incorporated as 
chapters three of his The English Language: An Introduction. 
New York: W. W. Norton and Company, 1965. 
a Excellent. One summary of the history of the English language 
which distinguishes between the developments in the language 
and the relationship of these developments to the history of 
the English people. 
The Oxford English Dictionary 13 Volumes, 1888-1930. 
m The historical dictionary of English--the greatest historical 
dictionary ever published. 
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Pyles, Thomas The Growth and Development of the English Language. 
New York: Harcourt, Brace and World, 1964. 
m Particularly good on the modern period. 
Quj.rk, Randolph The Use ~ English. London: Longmans, Green 
and Company, 1963. 
m A very readable and perceptive understanding of English, espe-
cially of the varieties in which English may be employed. 
Roberts, Paul English Syntax. New York: Harcourt, Brace and 
World, 1964. 
m A text book for high school students embodying the principles 
of transformational grammar and programmed learning and 
also valuable for elementary school teachers. 
Roberts, Paul' The Roberts English Series, Books three through six. 
New York: Harcourt, Brace and World, 1966. 
a Series embodying some elements of transformational grammar, 
intended for elementary school classes. 
f An analysis of the English language is correlated with the study 
of quality verse and prose, not all of it intended for a child 
audience. An interesting experiment. 
Roberts, Paul Understanding English. New York: Harper & Row, 
1954. 
a The best overview of structural linguistics for teachers. 
Robertson, Stewart and Frederic G. Cassidy The Development of 
Modern English. Englewood Cliffs, New Jersey: Prentice-
Hall, 1954. 
m Cassidy's familiarity with modern linguistics and dialect differ-
ences has made a good (older) book; very useful for the present-
day teacher. 
Robins, R. H. General Linguistics. Bloomington: Indiana Univ. 
Press, 1964. 
f This new British textbook has, as is to be expected, neo-
Firthian overtones, but it is sufficiently nonsectarian to be a 
useful introductory work this side of the Atlantic. It is attrac-
tively and clearly written. 
Lin, San-Su C. Pattern Practice in English for Speakers of Non-
Standard Dialects. New York: Teachers College Press, 1965. 
m For teachers who are working with children of different cultural 
backgrounds. 
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Sapir, Edward Language. Harvest paperback, 1921. 
m Probably the most readable book in existence. Has to be used 
selectively. It is very provocative when used by the right 
teacher. It is quite inspiring. 
a Sapir could write English. 
f Can provide very useful supplementary readings at the onset 
of an institute, because of the grace and relatively non-
technical nature of the language. 
Corbin and Crosby Language Programs for the Disadvantaged. The 
task force report. Champaign: National Council of Teachers 
of English, 1965. 
m This deals :more with the general social matrix than with the 
specifics of language and is uneven in spots but is certainly 
something that should be available as a reference. 
f Any institute with a focus - primary or secondary - on depri-
vation will need numerous copies for its reference shelf. 
Suggested programs and other recommendations are not always 
presented in an illuminating or linguistically sophisticated 
manner, but there is nothing to match it for concern with 
classroom actualities, and one masterful lesson (pp. 115-116) 
can be of almost unlimited value. 
Shuy, Roger, ed. Social Dialects and Language Learning. (Pamph-
let) Champaign: National Council of Teachers of English, 
1965. 
m A report of a conference on one kind of problem confronting 
the English teacher. A very good editorial job, particularly 
editing out the mish-mash. The first general public grap-
pling of the problem in a number of communities in the western 
hemisphere where the social differences in the language prac-
tices are such as to create critical problems in the classroom. 
Sledd, James H. and Wilma Ebbitt Dictionaries and THAT Dictionary. 
Chicago: Scott Foresman and Company, 1962. 
m I don't think this should be the center of a course. However, 
it does pull together four or five things: a good overview of 
our dictionary making; a good summary of criticisms of the 
Merriam 3rd; and a good perspective of the language attitudes 
of the culturally advantaged but linguistically uninformed. 
a Makes more sense if read after the chapters on dictionaries 
in Paul Roberts' Understanding English. 
m Or if the person using it is conversant with dictionary materials. 
The one big advantage of this book is its emphasis on construc-
tion of dictionarie s. 
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Smith, Henry Lee, Jr. Linguistic Science and the Teaching of English. 
Cambridge, Mass.: Harvard University Press, 1956. 
m Usable as an orientation to phonological structure, attractive 
because of its literacy and urbanity. 
The new Standard College Dictionary, 1963. (Introductory materials. ) 
f The prefatory essays in the text edition make this a valuable 
reference, especially Wilson's "English Grammar and the Gram-
mar of English. " 
Stewart, William, ed. Non-Standard Speech and the Teaching of 
English. Washington, D. C.: Center for Applied Linguistics, 
1964. 
m Papers on particular problems of the disadvantaged. 
f A linguistically sound and pedagogically forward-looking pub-
lication on a topic of increasing national concern. 
Strickland, Ruth G. The Language of Elementary School Children: 
Its relationship to the language of reading text books and the 
quality 2.!. reading of select children. Bulletin of the School of 
Education, Indiana University, Volume 38, Number 4, July, 
1962. 
Thomas, Owen Transformational Grammar and the Teacher of Eng-
lish. New York: Holt, Rinehart and Winston, 1965. . 
m It is the best pedagogical interpretation of transformational 
grammar. 
Thorndike Century Beginning Dictionary. Scott Foresman and Com-
pany, 1945. 
a Especially the section "How to Use a Dictionary, " by Edward 
L. Thorndike. 
Trager, George L. and Henry Lee Smith, Jr. Outline of English 
Structure. New York: Columbia University Press, 1951. 
m If Bloomfield is the Old Testament of structuralism, this is 
perhaps the Talmud. They were very influential in the 1950's. 
My feeling is that this should not be used uncritically; it is most 
detailed on matters of phonology. 
f While the book is best known for its contribution to phonology, 
it is also important for its approach to the morphology and syn-
tax of the English verb system. Certainly not an institute text-
book, but an important secondary reference. 
Webster's New International Dictionary, 2nd Edition, 1934. Introduc-
tory essays. 
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Allen, Robert L. The Verb System of Present-Day American Eng-
lish. The Hague, Netherlands: Mouton & Company, 1966. 
a A text oriented analysis of the English verb system which also 
makes use of a native speaker's intuition. Distinguishes be-
tween time reference and time relationship reference in English. 
Materials for foreign students and speakers of known standard 
dialects of English have already been based on the analysis 
displayed in this book. 
Francis, W. Nelson The Structure ~ American English. New 
York: Harcourt, Brace and World, Inc., 1958, and accom-
panying workbook (by McDavid and Green) 1966. 
m Probably too advanced for elementary school teachers. 
a Although the workbook may make it useful, it is too difficult 
without the workbook. 
Mencken, H. L. The American Language, 1 volume abridged edition. 
New York: Alfred Knopf, 1963. Edition revised by Raven 
McDavid. 
m The two merits are: it shows that language can be fun and the 
bibliography is up to date. 
Waterhouse, Viola "Independent and Dependent Sentences, II in 
International Journal of American Linguistics, vol. 29 (1962). 
f Of the numerous recent attempts at a grammar of language 
sectors larger than the sentence, this has been the most effec-
tive to present to teachers, in my experience. The fact that 
written English is the chief source of examples causes this 
article to have significant implications for the teaching of both 
language and composition. 
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SPEECH IN A LANGUAGE ARTS INSTITUTE: 
RECOMMENDATIONS FOR CURRICULUM DEVELOPMENT 
by 
Kenneth L. Brown 
School of Speech 
Northwestern University 
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Educators as well as parents are witnessing one of the most 
exciting and dynamic periods in American public education today 
because of developments such as team teaching, individualized reading 
instruction, emphasis on creativity, structural linguistics, foreign 
language in the elementary school, and "the New Math." In the 
mainstream of these trends, the English language arts, always cen-
tral to the education of the child, hold a strong and important posi-
tion in the elementary school. Reading and writing have traditionally 
occupied most teachers I attention, and while emphasis on written 
expression is still common practice, some signs point toward an 
attempt to make educators realize fully the centrality of oral commun-
ication in the elementary classroom. It is not unusual today to find 
growing emphasis upon speech and listening in language arts methods 
textbooks. Ruth Strickland (15:159)*, in discussing communication 
through spoken language, states that the "main concern of the school 
is the use of speech and language as means of communication. This 
is the foundation of everything else in education." Greene and Petty 
(3:164) suggest that the question is not whether oral language should 
be emphasized, but rather how much the instructional emphasis 
should be increased. They recommend that language emphasis in 
the kindergarten and primary grades should be almost entirely oral. 
In the third grade one-half to two-thirds of the total time spent on 
oral and written expression should be devoted to oral language; for 
the sixth grade they suggest that one-third of the total time in lan-
guage arts be allotted to oral expression. 
The suggestion by individual authors to focus more attention 
on the oral components of the language arts is only one source that 
* 15 refers to the work numbered 15 in the bibliography ap-
pended to this speech; 159 refers to the page number in that work. 
This method of reference is used throughout this speech. 
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increasingly recognizes the importance of speech and listening. The 
English Language Arts (10), a publication of our National Council of 
Teachers of English, is organized around ten crucial issues in the lan-
guage arts program. First among these is: "What should be the rela-
tive emphasis upon the various phases of the language arts and how 
can they be interrelated?" (10:70) Findings based upon research and 
studies of relative importance of activities led the commission to 
conclude that "experiences in speaking in school should ordinarily out-
number those in writing, " and "instruction in listening, with particu-
lar regard to radio, television, and motion pictures should occupy a 
larger place in the language arts program than at present" (10:194). 
Another noteworthy commentary on the needs of children is 
contained in the recommendations of the 1960 White House Conference--
a product of the thinking of seven thousand persons in all professions. 
Fifteen recomm'endations stated directly or implied a need for training 
children in speech and listening (11). 
More recently, four national professional associations joined 
in favoring increased emphasis on speech and listening in the publi-
cation Children and Oral Language. The essential point of view is 
expressed as follows: 
Although individuals and groups have long shared con-
cern about effective written communication, those respon-
sible for the bulletin now voice the need for equal concern 
for the effectiveness with which people listen and speak. 
Articulate communication is essential not only for ade-
quate participation in society but also for self-fulfillment. 
A balanced program with clearly defined goals and ex-
plicitly stated means for achieving these goals must be 
developed (8:1-2). 
Needed Emphasis on Speech 
While the future looks brighter, it is disconcerting that we need 
to justify emphasis on oral communication in the elementary school. 
Even today too many teachers think of speech and listening as two 
more subjects to be covered in an already overcrowded curriculum. 
We continue to spend too much time teaching pupils to be quiet in too 
many schools. When speech and listening are taught, they are fre-
quently given only an incidental treatment. 
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One of the reasons that we need to stress more emphasis on 
oral expression is that the elementary teacher, whose task is gigan-
tic, does not have a clear conceptual or philosophical understanding 
of speech education for the child, nor has she been given sufficient 
direction or help to gain this understanding. Pupil language arts 
textbooks, which influence classroom content and practice, continue 
to stress most the writing, grammar, word usage and sentence 
structure aspects of the language arts. A recent analysis (1) of 
the speech and listening content of fifty-four pupil language arts 
textbooks for grades three through six reveals that speech is treated 
apart from other areas of the language arts in no more than ten 
percent of the 7,744 lessons studied. Moreover, the treatment 
accorded oral expression was relatively cursory and did not conform 
to the best pedagogical procedures we know today. Listening was 
emphasized apart from other components of the language arts in .63 
percent of the lessons where these principles were stressed more 
frequently; (a) Look at the person who is speaking. (b) Be polite. 
(c) Sit quietly. (d) Clear the tops of your desk. (e) Think about what 
the person is saying. 
Professional journals that contain scholarly articles are of 
help when and if they relate the findings of research to classroom 
theory and practice, but even here the emphasis is more likely to 
be on reading, writing, language, or children's literature than on 
speech or listening. Professional journals in the field of speech 
have shown more concern for the needs of the secondary and college 
teacher than for the elementary teacher of the self-contained class-
room. 
Pre- service teacher training requirements do not show evi-
dence of emphasis on study in speech and listening so far as minimum 
state certification requirements are concerned. Only ten states 
require study in speech to meet part of the language arts require-
ment, and this is usually one basic course (17). Summer institutes 
for teachers of English and language arts are also more frequently 
aimed toward the secondary school. Is it any wonder that the ele-
mentary teacher needs guidance and materials in the theory and 
practice of teaching speech and listening? 
One of the greatest needs for research in the English language 
arts is an investigation into the status of speech education in the 
elementary school. We have studies that show the relative amount 
of time in school that is spent on various forms of communication 
and that reveal speaking and listening are practiced most. What 
we need, however, is to determine to what degree the educative 
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process prepares the child for effective participation in oral commun-
ication. This needs to be done by studying intensively the speech 
and listening content of pupil textbooks, language arts methods texts, 
professional educational journals, and curriculum guides; the speech 
requirements in teacher training institutions; the levels of speech 
and listening skills that are attained by pupils at various stages of 
development; and observed classroom practice. Findings from this 
kind of research would be valuable for establishing future training 
programs. 
Recommendations for the Speech Component 
Institutes for providing in- service training in the teaching of 
speech are neces sary if we are ever to achieve balanced emphasis of 
instruction in the language arts. Moreover, these institutes must 
tailor their programs to the needs of the elementary classroom teacher. 
Speech education in the elementary school is not a series of watered 
down high school speech courses; it is designed to meet the needs of 
children in a curriculum that is designed especially for them. 
What kind of program would be most useful in helping the ele-
mentary school teacher to provide guidance in speech and listening in 
the self-contained classroom? What should the speech component of 
a language art institute contain? Five recommendations are made 
and implications drawn from each in response to these questions. 
The recommendations are not mutually exclusive; they are not listed 
in order of priority; and there is no relationship between the number 
of recommendations and number of courses needed. 
RECOMMENDATION 1. An institute in language arts should 
equip the classroom teacher with a philosophy of speech education in 
the elementary school. This implies first that the teacher needs a 
a broad view of speech as a field of study--as a fine art, a rhetorical 
art, and a scientific phenomenon. Speech is the oral interpretation 
of literature, theatre arts, semantics, public speaking, debate, dis-
cussion and small group processes, speech and hearing disorders, 
voice science, phonetics, radio, television, and film. Speech is a 
process of communication approached by each of these special areas 
with different frames of reference. The elementary teacher needs to 
understand the basic nature and goals of these particular specialities 
if she is ever to appreciate fully the total role of speech in education. 
A statement prepared by the Speech Association of America's 
Committee on the Nature of the Field of Speech (14) points out four 
assumptions that teachers and scholars of speech share: (1) Speech 
is man's most distinctive behavior that is learned. It is the most im-
portant single feature of the environment within which every individual 
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conducts his life. (2) An educated person needs more than an under-
standing of speech behavior. He should be capable of transmitting 
his meanings with accuracy, correctness, and clarity. Thus, 
knowledge of speech and skill in speaking are inseparably linked. 
(3) Man cannot avoid being essentially and significantly a communi-
cator. Study of speech and practice in speaking focus on forms 
that function in the conduct of private and social life, of business, 
and of government. (4) The acts and arts of communication in 
speech and language are humanistic. Speech is the center of humane 
study. 
A second implication of the recommendation is that the teacher 
mus t realize the role of speech in the academic and social life of 
the elementary school child. Training in speech and listening is 
crucial if the child is ever to learn to think freely and critically, to 
communicate responsibly, and to creatively express his emotions. 
In a statement of the Illinois Speech Association, Speech Education 
in the Elementary School, a group of specialists in elementary 
school speech pedagogy unanimously agree that speech and listening 
exists to provide the means for critical thinking, to serve as media 
for interpersonal communication, and to provide for the expression 
of emotions (6:1). 
Out of this realization must evolve the teacher's sense of 
responsibility to assume guidance in three tasks: First, she must 
continue the oral language education that is begun at home. Since 
parents are the first teachers of language, initial skills in speaking 
and listening are taught by them. Most mothers and fathers, how-
ever, do not teach language deliberately. They seldom understand 
the nature, role, or significance of their child's initial language 
education. Consequently, pupils who enter the kindergarten vary 
in speaking and listening skills. A serious deficiency of the child 
just beginning his formal schooling is often a deficiency in commu-
nicative skills. 
Second, the teacher must provide remediation in language 
growth when necessary. Many children enter the elementary school 
unable to compete intellectually, not because they don't have the 
potential, but because they have been interacting with a barren en-
vironment. Teachers must seeR to remediate this pre-school 
damage done to the language skills of the child. Oral language 
activity must be increased by large amounts for the early school 
slow learner, the culturally deprived, and the weak thinker. 
The teacher's third responsibility is to recognize and provide 
for wide individual differences in thinking behaviors. She must not 
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permit chronological age to dominate her content or manner of teaching. 
She must provide an atmosphere in which each child realizes that he 
is capable of learning more and that he is capable of "learning how 
to learn. " 
The third implication of this recommendation is that the teacher 
should come to view speech as a means of learning. Speech as an 
end is an outmoded view. Teachers use speech and listening activi-
ties because through them the child gains richer concepts, deeper 
understandings, and new interpretations that pertain to all areas of 
the curriculum. In discussing the primacy of basic speech skills, Dr. 
Clarence T. Simon, a prominent speech psychologist and scholar in 
the field of speech, states: 
The pupil learns because of his total behavior in the 
learning situation. Whether we adopt dualistic phrasing 
and say that the pupil learns through both impression and 
expression, or say simply that the pupil responds as a 
whole in his educational environment, we observe the same 
process; we see that education depends on unhampered, 
multidirectional intercommunication between all individ-
uals in the classroom (12: 39). 
RECOMMENDATION 2. An institute in language arts should 
provide the teacher with theory of speech and skills needed for self-
improvement in the acts of speaking and listening. 
It is a truism that all elementary school teachers are speech 
teachers. It follows that they need to develop a body of basic under-
standings in speech and to improve their own skills in speaking and 
listening. Language arts institutes need to help the teacher to be a 
speech model and a motivating force for student improvement. The 
degree of emphasis on self-improvement will depend upon the back-
grounds and skills of institute members; however, it is generally 
assumed that most elementary teachers have had no more than one 
functional speech course somewhere in their academic or professional 
training. 
Demonstrated skill in the fundamentals of speech is a prerequi-
site of the highest order for effective oral communication and good 
teaching. To this end, the teacher should have experiences designed 
to bolster her poise and confidence in speaking; to improve her vocal 
flexibility, rate, projection and quality; to raise her standards of 
articulation and pronunciation; to improve her use of visual stimuli 
to clarify the spoken message; to improve her ability to organize ideas 
and materials clearly and concisely in order to evoke particular re-
sponses; to stimulate critical evaluation of ideas when listening to 
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others; and to improve her choice, use, and arrangement of words 
so as to carry the thought intelligibly, convincingly, and accurately. 
Theory of the speech fundamentals ought to complement prac-
tice in speaking. Much of this will be on a basic level and will in-
clude study of the vocal and hearing mechanisms; formation of 
vowel, consonant, and diphthong sounds, how they are recorded, 
and how phonemes and morphemes interact; logical and psychologi-
cal arrangement of ideas and materials for informing and persuading 
listeners; the nature and purposes of listening; the speaker-audience 
relationship; the differences between oral and written style in lan-
guage; semantic changes in language; the relationship between lan-
guage and thought; the nature and principles of using the visible 
speech code; and problems in adjustment to the speech situation. 
In addition to theory and practice in speech fundamentals, 
the teacher should have understandings and skills in the basic speech 
forms. In public speaking she should come to know and practice 
the preparation and presentation of speeches for different purposes. 
She should pool information and solve problems in small group 
discussion. In oral interpretation she should analyze and interpret 
prose, poetry, and dramatic literature. She should have experi-
ences in drama as a creative art with emphasis upon study of plot, 
character, dialogue, movement and grouping, the roles of observa-
tion, sensitivity, imagination, and use of voice and body in acting. 
The teacher must know and do before she teaches others. To 
these ends the second recommendation is made. 
RECOMMENDATION 3. An institute in language arts should 
help the teacher to understand patterns of child growth, particularly 
in language and speech development, and to draw implications from 
them for establishing a speech curriculum in the elementary school. 
While a teacher is concerned with the particular children in 
her classroom, she is better equipped to help them when she knows 
how they developed prior to entry in her clas s, and what is likely 
to happen to them when they leave. She needs to know the total 
pattern of growth of a.ll children as well as the characteristics of 
her own students. She should be familiar with the development of 
motor abilities, body structure, emotional maturity, and social 
awareness in children. Interest and play activities are important. 
Of utmost significance is the development of learning and under-
standing in children--their awareness, alertness, remembering, 
reasoning, and concept formation. 
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Particular emphasis should be devoted to language and speech 
development. Tracing the child IS progr es sion from the birth cry 
through true speech from infancy through junior high school should be 
a part of the teacher I s study. This knowledge should be gained by 
reading significant research studies by Strickland (16), McCarthy (9), 
Loban (7), Davis (2), Smith (13), Hahn (4), Higginbotham (5), and 
others. 
Conclusions from such study will be meaningful when the teacher 
uses them to draw implications for establishing a speech and listen-
ing program within the language arts framework of the elementary 
school. In this way, speech education in the elementary school de-
velops from the needs of the child. 
RECOMMENDATION 4. An institute in language arts should 
help the teacher to understand the relationships of speech and listen-
ing to other components of the language arts, and to the entire ele-
mentary curriculum. 
The elementary teacher is not just a teacher of speech and lis-
tening. She teaches handwriting, spelling, written composition, word 
usage, grammar, sentence study, reading, literature, and research 
and study methods. All of these skills are grouped under the label 
"Language Arts." We say that growth in one area affects growth and 
development in another. Since this is the case, it behooves the teacher 
to understand the interrelationships among listening, speaking, read-
ing, and writing to support integrated teaching. We are told that 
writing depends on ora11anguage, but to what degree and exactly how 
is this so? What, if anything, can the teacher do in ora11anguage 
instruction to help the child with spelling difficulties? What reading 
readiness activities assure growth in speech or listening as well? 
What is the relationship between speaking and reading difficulties? 
What effect does speech improvement have upon improvement in read-
ing? How does facility in the use of language in speaking affect lan-
guage usage in writing? What common factors are involved in listen-
ing and reading? Of special importance is the relationship between 
speech and thinking. These are the kinds of questions we need to help 
teachers answer by studying pertinent research. 
Speech and listening are not confined to the language arts period. 
As tools for learning, they are found in social studies, mathematics, 
science, art, music, and virtually all areas of the curriculum. Oral 
communication is a central part of classroom planning and living. A 
committee of children prepares a panel discussion on the events that 
lead to the Revolutionary War. A nature club is formed according to 
parliamentary rules. An oral report or demonstration of an experi-
ment in science is underway. Children dramatize a scene from Laura 
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Wilder's Little House ~ the Prairie. All of these speech events 
are primary means of exchanging ideas, extending concepts, gaining 
new interpretations, and deepening understandings. This is speech 
education in action- - serving the child in all his learning. This is 
how speech and listening are central to all that occurs in the modern 
school. The teacher needs to become aware of the pervasiveness 
of speech in the curriculum and of how speech education provides 
for learning in depth. 
RECOMMENDATION 5. An institute in language arts should 
equip the teacher with the theory, the materials, and the methods 
needed in good speech pedagogy. 
A modern self-contained classroom is frequently a language 
laboratory throughout the school day. When speech is taught by 
the classroom teacher certain benefits can result: (1) Speech can 
be taught as the need arises and therefore when the motivation to 
communicate is highest. (2) The elementary teacher can evaluate 
development in speech and listening in relation to the child's total 
growth. No one is in a better positi~ to see this pattern than the 
classroom teacher. (3) No single teacher has the opportunity to 
provide training in speaking and listening for all children as does 
the elementary teacher. In high school, speech is often an elective 
subject or an extra-curricular activity if it is included in the curric-
ulum at all. The time to reach all children is in the elementary 
grades. (4) The elementary teacher can reinforce newly acquired 
speech skills of her students by seeing that students apply and use 
them in all areas of the curriculum. Thus, the child benefits and 
the curriculum is enriched. 
For these benefits to occur, the teacher must give careful 
thought and preparation to the teaching of speech. Incidental or 
indirect teaching does only part of the job, but this is the primary 
way speech is taught in the elementary grades. Oral expression 
activities become service devices for the curriculum. Speech 
becomes just another method of teaching anything and everything. 
This may implement well the development of understandings 
and skills in the social studies, or science, or mathematics, but 
it does not assure equal growth in speech and listening skills. In 
short, speech activities may serve other areas of the curriculum, 
but they must do more; they must serve the child's growth in oral 
communication and in self- expression. This should not be left as 
a possible by-product of incidental teaching. 
Direct or planned instruction is as essential in teaching speech 
and listening as it is in other subjects. Pupils do not develop the 
speech and listening skills they need merely by expressing themselves 
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any more than they learn to read by staring at a book. It has been 
assumed too long that frequent participation in speech activities assures 
development in the right direction. 
Direct instruction does not imply that speech should be taught 
separately. Whenever possible it should be integrated with other areas 
of the curriculum. For example, if group discussion occurs during 
a unit on II Life in Mexi co, II the development of di s cus sion skills and 
understandings can and should be stressed as well as concepts per-
taining to Mexico. Hence the child grows in his understanding of 
Mexican village life, but he also grows in discussion skills such as 
understanding the question, making remarks that carry group think-
ing forward, assuming leadership when necessary, supporting opin-
ions with explanation and proof, and evaluating the relevancy of facts. 
The primary goal of the work in speech pedagogy, then, should 
be to help the teacher to teach speech directly as well as indirectly 
and also to integrate speech training throughout the curriculum. To 
attain this goal, the pedagogical aspect of the institute should stress 
the broad goals of speech education; means of evaluating the goals; 
methods for motivating progress; techniques for guiding growth in 
the various speech forms; and development of useful materials that 
can be used in classroom teaching. 
The broad goals of speech education in the elementary school 
that need to be stressed have been identified by the Illinois Speech 
Associationls Committee on Speech in the Elementary School as 
follows: 
(a) to preserve the spontaneity and enthusiasm in 
speaking and listening which most children possess when 
they enter first grade; (b) to help the child sense a need 
for good oral communication skills; (c) to improve ability 
to speak audibly, fluently, expressively, in a pleasant 
voice, with clear, but not overly precise, articulation, 
and with appropriate bodily movement; (d) to improve 
ability to organize ideas and materials simply, clearly, 
and concisely; (e) to foster sound thinking and logical 
reasoning as a speaker and listener; (f) to foster enjoy-
ment when leading or participating in all forms of 
speaking and listening: discussing, conversing, inter-
viewing, oral reporting, announcing, explaining, des-
cribing, reading aloud, telling stories, and dramatizing; 
(g) to set up, develop, and apply basic attitudes, stan-
dards, and skills, which make speaking and listening 
efficient, satisfying, and profitable for the individual 
and for groups; (h) to encourage the child to evaluate 
his speaking and listening skills as well as the skills 
of others in an effort to strive for continuous improve-
ment (6:8-9). 
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When the teacher understands these goals and all that they 
imply, she must be shown how to evaluate and diagnose each child's 
strengths and weaknesses in speaking and listening. She must learn 
how to do this both systematically and efficiently in a variety of 
speech situations such as conversation, discussion, reporting, oral 
reading, and storytelling. From this kind of evaluation a suitable 
level for beginning direct instruction can be determined. 
The next tasks are to give the children something to wor.k for, 
and to motivate them. These involve knowing how to set up imme-
diate goals and standards for improvement. Some teachers stress 
items such as "speak loudly," "stand straight," and "speak clearly, " 
but these verbal orders are not as effective as is cherishing spon-
taneous expression, original thinking, and sound reasoning. The 
teacher will certainly help children to improve their voices, enun-
ciation, and posture when necessary, but she will be more concerned 
with the child's desire to communicate ideas. She will not stifle 
a sincere or enthusiastic contribution with ill-timed rules. She 
will open the door to communication by sharing her own experi-
ences, drawing ideas from others, allowing children to exchange 
ideas freely, and listening to them--really listening! 
The primary grade teacher will specifically want to know how 
to make the share and tell period more effective. She will want 
specific techniques for improving articulation and simple voice 
problems in class, perhaps during the "speech improvement time. " 
Storytelling techniques will need to be improved since the child 
spends much time in this activity. A most important part of the 
teacher's study should be devoted to techniques for guiding children 
in creative drama. Informal activities such as solving immediate 
problems, conversation, simple social amenities, and planning 
projects and activities demand some consideration. 
The same experiences will continue in the intermediate grades 
but here the teacher will need to emphasize some of the more formal 
speech forms: discussion, oral reports, oral reading and choric 
speaking, conducting meetings according to parliamentary proce-
dure, and debating. Creative drama, as in the primary grades, 
will continue to be stressed. 
The junior high school years will find the child participating 
more frequently in informative and persuasive speaking, debating, 
informal and audience discussion, oral interpretation, and drama. 
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Listening, the language medium we use most frequently, 
should be stressed for all teachers, kindergarten through grade 
eight. They need to know the nature, levels, and purposes of lis-
tening, and habits we have developed. Specific techniques for 
teaching listening at all grade levels will be valuable. These pur-
poses for listening need to be stressed: to recognize speech sounds; 
to get information; to make critical judgements; to appreciate; to 
enjoy. Whenever speech is taught, parallel listening skills should 
be stres sed. 
Studies of children's interests tell us that the child spends much 
time in televiewing. The teacher will need to know how she can chan-
nel this interest to benefit the child. She will need to help him to 
evaluate his viewing preferences and to set standards for judging pro-
grams. She will want to know how to deepen his appreciation of cer-
tain programs and how to use radio and television as a primary source 
of information, but she will also allow the child to enjoy radio and 
television programs and motion pictures. The good teacher will not 
build a sense of guilt in the child when he does not enjoy something 
which he "ought" to enjoy. 
Primary responsibility for administering therapy to the speech 
handicapped child rests with the speech correctionist, but the teacher 
can offer help in the classroom. This help is supportive therapy. 
Training is needed to help the teacher to recognize and to know what 
she can do for the stutterer, the child with a hearing loss, a hoarse 
voice, a cleft palate, an articulation defect, or a psychoneurological 
disorder. These are problems that must be faced in approximately 
ten per cent of elementary school pupils. The teacher cannot afford 
to ignore them. 
The pedagogical problems in teaching speech become even more 
complex when one considers that there are specific skills, under-
standings, and attitudes that must be mastered in each of the forms 
suggested above. Materials must be developed and progress must be 
evaluated. 
Since speech education is for all children, the special speech 
needs of the slow learner, the culturally deprived, and the gifted child 
must be analyzed and met. There is a great need to study how the 
oral language and communication development of these students con-
tributes to and affects development in other instructional areas. 
When all this is accomplished, the teacher must have guidance 
in fitting the puzzle together. She must have practice in integrating 
the speech and listening program in the social studies, science, music, 
art, mathematics, and the integrated unit of study. 
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Implementing the Recommendations 
The task proposed is a large one. How might it be accom-
plished? 
Areas of study that are common to all the language arts need 
to be identified and studied together. The speech component of the 
institute holds no exclusive claim on the study of language and 
speech development or of the interrelationships among the language 
arts. Study in these areas would be useful to all components of 
the institute. 
Some different areas of study might be integrated. Children's 
literature seems to be a natural area for the study of oral inter-
pretation of prose and poetry, choric interpretation, storytelling, 
and possibly even creative drama, and puppetry. Perhaps there 
is common ground in the study of phonemes and morphemes of our 
language that can be applied in speech improvement, spelling, 
reading, and language. Elements in oral and written composition 
could be integrated insofar as they are truly common to both spoken 
and written language. Since the development of creativity is a 
common goal, it might be possible to study creativity in writing, 
in dramatizing, and in other speech forms. 
The idea of teacher self-improvement in speaking and listen-
ing was introduced. This could be extended to include reading and 
writing as well. One language arts laboratory might be developed 
to improve and strengthen the teacher's skills in speaking, listening, 
reading, and writing. 
While integration of the language arts is useful and educa-
tionally sound in some respects, we also recognize that each area 
of language study presents unique problems that merit special and 
separate treatment. This is the case in the philosophy and peda-
gogy of speech education. An educational philosophy begins to 
evolve with knowledge of and guided learning in speech and listening, 
but it is crystallized in the study of speech pedagogy. This requires 
a course in study of the elementary school speech program with 
emphasis upon methods and materials of teaching. Such a course 
should contain units of study in these areas: Developing a Philosophy 
of Speech Education; Listening; Voice and Articulation Improvement 
For All Children; Conversation and Discussion; Giving Talks; 
Storytelling; Oral Reading and Choric Speaking; Radio-TV-Motion 
Pictures; and Assemblies and Class Programs. Special study 
should also be devoted to the drama program in the elementary 
grades with emphasis upon creative drama and puppetry, and their 
relationship to children's theatre. This emphasis on drama could 
be a part of the speech pedagogy course or a separate course de-
pending upon the time available. 
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It is not the intent of this paper to map out the entire institute 
program, but in order to draw together the suggestions of this paper, 
a format might include: 
(1) The Language Arts as a Field of Study- -a course devoted 
to a study of the nature of the language arts- -oral com-
munication, reading, writing, language and literature; 
emphasis upon each component as a field of study but having 
a common base; child and language development; interre-
lationships; research; current trends and developments. 
(2) Language Laboratory for Self-Improvement--a course de-
voted to the teachers' understanding of and improvement 
in the fundamentals of speech, writing, listening, and 
reading; application of skills in a variety of forms. This 
course might be taught by a team of specialists in each 
component of instruction. 
(3) The Program in Speech, Drama, and Listening--a course 
devoted to methods, development of materials, and prob-
lems in teaching speech and listening in grades one through 
eight. 
(4) The Program in Reading, Writing, and Composition--a 
course devoted to methods, development of materials, and 
study of problems in teaching these areas in grades one 
through eight. 
(5) The Program in Language and Literature--a course devoted 
to the study of latest trends and problems in teaching lan-
guage and literature to elementary school children. 
Should the content of each course be too heavy for one summer's 
study, would it not seem wise to recommend two-year summer insti-
tutes? 
Staffing the speech component of an institute can be a problem. 
The teacher needs to have a general background in the field of speech 
with special training in creative drama and speech education in the 
elementary school; an educational philosophy; knowledge and experi-
ence in curriculum planning for the elementary school; experience 
in teaching school age children; evidence of graduate study in the field 
of speech and drama; and study in the teaching of related areas such 
as reading, writing, and children's literature. To find these quali-
fications in the immediate future one will probably have to rely upon 
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team teaching. To create programs for training future teachers 
who will possess these qualifications is a challenge for colleges 
and universities throughout the country. 
We are living in a time when human knowledge increases daily. 
The amount of information that appears each day is so large that 
we soon will need to revise our thinking about the curriculum and 
training of teachers for the self-contained classroom. College and 
university departments need to conduct research and assume leader-
ship in the preparation of teachers to meet increasingly special-
ized tasks. Some universities and states now require that students 
preparing to teach in the elementary school have a major or minor 
in an academic subject in addition to elementary education. This 
has lead to the establishment of majors and minors in speech, 
drama, and creative arts for the elementary school. Such training 
places in the school teams of quasi- specialized teachers who can 
help each other in curriculum planning and teaching problems that 
relate to each area of study. 
To meet this need, college speech departments, in cooper-
ation with departments of English and elementary education, must 
provide a core of specialized speech courses for the elementary 
classroom teacher to include: (1) methods of teaching speech in 
the elementary school; (2) the study of children's literature 
through speech experience; (3) study of classroom teacher's 
role in helping the speech handicapped child; and (4) special study 
in creative drama. 
The university also has the responsibility for encouraging 
research and making the results available to the classroom teacher. 
We need to discover current practices in elementary school speech 
education. We need more language and speech development 
studies, particularly on the intermediate grade level. We need 
to discover the speech characteristics and needs of the culturally 
deprived. We need to test assumptions regarding the value of 
various speech activities. Regardless of the type of study one 
may prefer--experimental, empirical, historical, descriptive--
many problems await the systematic study of the scholar. 
Until we have more college teachers who are specially equipped 
to teach speech education in the elementary school we need to use 
the ones who are available in team teaching situations. We can 
and should rely on professional associations in helping to locate 
qualified personnel. The Speech Association of America consists 
of many interest groups one of which is devoted to the study of 
speech in the elementary school. The American Educational 
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Theatre Association has, as one of its three internal divisions the 
Children's Theatre Conference. Regional organizations--the Central 
States Speech Association, the Western Speech Association, the 
Southern Speech Association, and the Speech Association of the 
Eastern States--have committees on speech in the elementary and 
secondary schools. State associations are sometimes active in estab-
lishing leadership in this field. For example, the illinois Speech 
Association has a standing committee that concentrates on the study 
of speech in the elementary school. 
While the task is large it can be accomplished by careful study 
of the similarities and differences among the various components of 
language arts, a recognition that all aspects must be emphasized to 
realize balanced instruction, and cooperative planning by specialists 
in each component to avoid gaps and overlapping of instruction. 
125 
Bibliography 
1. Brown, Kenneth L. "An Analysis of the Speech and Listening 
Content of Selected Pupil Textbooks in Language Arts 
for the Elementary Schools: Grades Three through 
Six." Unpublished Doctoral dissertation, North-
western University, Graduate School, 1965. 
2. Davis, Edith A. The Development of Linguistic Skills in 
Twins, Singletons with Siblings, and Only Children 
from Age Five to Ten Years. University of Minne-
sota, Institute of Child Welfare Monograph Series, 
No. 14, 1937. 
3. Green, Harry A., and Petty, Walter T. Developing Lan-
guage Skills in the Elementary Schools, 2d. ed. 
Boston: Allyn and Bacon, 1959. 
4. Hahn, Elise. "An Analysis of the Content, Form, and Deliv-
ery of the Speech of First Grade Children in Audience 
Situations." Unpublished Doctoral dissertation, 
Norwestern University, The Graduate School, 1947. 
5. Higginbotham, Dorothy. "A Study of the Speech of Kinder-
garten, First, and Second Grade Children in Audi-
ence Situations with Particular Attention to Matura-
tion and Learning as Evidenced in Content, Form, 
and Delivery." Unpublished Doctoral dissertation, 
Northwestern University, The Graduate School, 1961. 
6. illinois Speech Association. "Speech Education in the Ele-
mentary School." Prepared for the Association by 
the Committee on Speech in the Elementary School, 
Kenneth L. Brown, Chairman, 1965. Dittoed. 
7. Leban, Walter D. The Language of Elementary School 
Children. Research Report No. 1. Champaign, ill.: 
National Council of Teachers of English, 1963. 
8. Mackintosh, Helen K. (ed.) Children and Oral Language. 
A Joint Statement of the As sociation for Childhood 
Education International, Association for Supervision 
and Curriculum Development, International Reading 
Association, National Council of Teachers of English. 
Washington, D. C.: ACEI, ASCD, IRA, NCTE, 1964. 
126 
9. McCarthy, Dorothea A. The Language Development of the Pre-
School Child. University of Minnesota, Institute of Child 
Welfare Monograph Series, No.4, 1930. 
10. National Council of Teachers of English. The English Language 
Arts. Prepared by the Commission on the English Curri-
culum. New York: Appleton- Century- Crofts, 1952. 
11. Recommendations. Golden Anniversary White House Confer-
ence on Children and Youth, No. 137. Washington D. C. : 
Government Printing Office, 1960. 
12. Simon, Clarence T. "The Primacy of Basic Speech Skills, " 
The Role of Speech in the Elementary School, Speech 
Association of America, editor. Washington, D. C. : 
Department of Elementary School Principals of the 
National Education Association, 1946-47. 
13. Smith, Madorah E. An Investigation of the Development of the 
Sentence and the Extent of Vocabulary in Young Children. 
State Uni;;;';ity of Iowa, Studies in Child Welfare, Vol. 
5, No.5, 1926. 
14. Speech Association of America. "The Field of Speech: Its 
Purposes and Scope in Education." Prepared for the 
Association by the Committee on the Nature of the Field 
of Speech, Karl F. Wallace, Chairman. Undated. 
Mimeographed. 
15. Strickland, Ruth G. The Language Arts in the Elementary 
School. Boston: D. C. Heath, 1957. 
16. Strickland. The Language of Elementary School Children: Its 
Relationship to the Language of Reading Textbooks and 
~ Quality of Reading of Selected Children. Bulletin of 
the School of Education, Vol. 38, No.4. Bloomington, 
Ind.: Indiana University, 1962. 
17. Woellner, Elizabeth and Wood, Aurilla. Requirements for 
Certification. Chicago: University of Chicago Press, 
1965. 
127 
REPORT OF THE COMMITTEE ON SPEECH 
Rationale 
The developITlent of institutes seeking to re-educate eleITlentary 
school teachers in the area of cOITlITlunicative behavior depends upon an 
agreeITlent by and aITlong the various disciplines- -literature, cOITlposition, 
reading, language, and speech- -on a COITlITlon ideational ITlodel or 
system.. Such an agreeITlent will tend to reduce the differences and to 
ITlaxiITlize the cOITlITlonalities of the cOITlITlunication behaviors desired 
in eleITlentary school children. When reading, writing, language, 
cOITlposition, linguistics, and speech are taught, the teacher should be 
able to see theITl in relation to COITlITlon educational objectives. The 
priITlary objective of the eleITlentary school is the production of cOITlITluni-
cation behaviors which facilitate the child's learning processes in terITlS 
of the affective and cognitive dOITlains. This ideational ITlodel will 
serve as a basis for evaluating any re-training proposal. 
The predoITlinant cOITlITlunication behaviors of the early eleITlentary 
school child are speaking and listening. This cOITlITlittee notes that the 
predoITlinance of learning experiences connected with the total develop-
ITlent of cOITlITlunication behaviors is essentially carried on through the 
speech and listening skills of the child. Therefore, in the design of 
any institute dealing with eleITlentary education, particularly language 
arts institutes, priITlary consideration ITlust be given to the training of 
teacher s in the oral cOITlITlunication proces s. 
Based upon the above rationale, this cOITlITlittee proposes that a 
COITlITlon core of knowledge or understandings, skills, and instructional 
practices be taught in language arts institutes. This core should be a 
part of every general and special language arts institute. These institutes 
would serve two purposes: (1) to retrain eleITlentary school teachers in 
the classrooITl, and (2) to retrain teachers to serve as speech consultants 
in educational settings that desire specialists. 
The cOITlITlittee has organized its recoITlITlendations under the 
following three categories: (1) understandings or knowledge necessary for 
teaching oral cOITlITlunication; (2) principles and skills required of the 
teachers for effective cOITlITlunication in the classrooITl; (3) instructional 
tutorials and internships required to produce effective learning of oral 
cOITlITlunication behaviors for children in the classrooITl. 
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1. UNDERSTANDINGS OR KNOWLEDGE NECESSARY FOR TEACHING 
ORAL COMM UNICATION 
A. Cultural and Environmental Influences on Communicative 
Behaviors 
1. Rationale 
Conununicative behaviors are in large measure the 
result of the culture into which the child is born. The 
language presented to the child, for example, is an experi-
ential condition over which he initially has limited control. 
The environment into which the child is born will, in part, 
be a factor which is non-controllable; at the same time, it 
is the primary factor over which he will seek to effect 
control. The method of his control will be primarily lin-
guistic; the degree of his control of the environment will 
depend largely upon the degree of the sophistication of his 
language facility. 
The influences of culture and environment on language, 
and the uses of language behavior to modify these influences 
are not commonly understood by the elementary school 
teacher. Therefore, it is necessary for the elementary 
teacher to gain an understanding of these influences in order 
that she can maximize the ability of the child to exercise 
meaningful control over his culture and environment. Further-
more, this condition requires that the teacher provide the 
elementary school child with a physical and emotional class-
room environment which will permit the child to develop an 
awareness of his right to exercise power and control in 
language use and to develop language skills requisite for 
such environmental control. 
2. Areas of Study 
a. A comparative study of variant cultures with focus on 
conceptual differences found by a linguistic analysis. 
b. A study of the AInerican culture with a focus on the ways 
in which our culture influences our language, thought, 
and behavior. 
c. A study of sub-cultures and specific environments with 
a focus on human behaviors as derived from those 
culture s and environments. 
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d. A comparative study of the language differences of 
individuals who are products of linguistically deprived 
sub-cultures and other individuals who are products 
of linguistically enriched sub- cultures. The particular 
focus in this unit is on individuals who have and who 
have not developed linguistic behaviors necessary for 
influencing the environment from which they came. 
B. Nature of the Communicative Proces s and the Interrelatednes s 
of the "Communicative Arts" 
1. Rationale 
Twenty years ago classical rhetorical and grammatical 
formulations were the primary models which shaped American 
English language arts curricula at all levels of education. 
The past twenty years have produced a body of knowledge 
concerning the nature and functions of the communication 
act which is supported by much empirical research. This 
body of knowledge derived, in part, from traditional 
rhetorical and grammatical theories has produced elements, 
operations and laws which when examined lead to a revised 
understanding of the communication process and, subsequently, 
result in improved models for constructing language arts 
curricula. 
An examination of the present language arts curricula 
in the elementary school and the curricula for the preparation 
of the elementary school teacher leads this committee to 
the conclusion that many elementary school teachers are not 
provided with a general theory based on communication 
processes. Language arts teachers should understand the 
nature and functions of communication if they are to develop 
the desired communication behaviors in their students. 
Therefore, language arts institutes should provide teachers 
with an understanding of this process. 
2. Areas of Study 
a. Consideration of the elements, operations, and laws of 
communication process. 
b. Conceptualization of communication as inter-and intra-
personal behaviors. 
c. Consideration of the interrelatedness of symbol systems, 
affective and cognitive, as they function in both inter-
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personal and in intra-personal communication 
acts. 
d. The implications of recent theories for eXaInin-
ing the m.eaning and role of the traditionally de-
fined com.m.unicative arts--language. reading. 
writing. speaking. listening. com.position and 
literature--with special em.phasis on their dif-
ferences and similarities. 
C. Descriptive Survey of the Developm.ent of Language in 
Children 
1. Rationale 
The body of inform.ation related to the learning 
of language should be of paraInount concern to teachers 
of all the language arts. Knowledge concerning 
acquisition of language and the process of oral 
language developm.ent are basic to an understanding 
of the language-com.m.unication behaviors of the child. 
This process is a continuing one throughout child-
hood and is inextricably a product of m.aturation and 
learning. A thorough treatm.ent of the proces s of 
language developm.ent should be a vital part of any 
institute which would better prepare the elem.entary 
teacher to adjust classroom. experiences to the in-
dividuallanguage needs of the child. 
2. Areas of Study 
A study of the oral language developm.ent of the child 
m.ight include consideration of: 
a. The physiological and neurological com.ponents 
of speech. 
b. The stages of developm.ent in child language. 
c. The acquisition of vocabulary. 
d. The developm.ent of a structural system. encom.-
passing phonem.ics, phonetics. and syntax. 
e. The acquisition of a sound system. including the 
vocal. intonational. and rhythm.ic character-
istics of English speech. 
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f. The functions of language for the child. 
g. The factors which may impede or encourage the 
developmental language process including: physical 
characteristics, intelligence, sex differences, 
sibling status, culture, geography, socio-economic 
group, and the emotional climate in which the 
language develops. 
D. Creativity in Oral Communication 
1. Rationale 
An awareness of the need for developing creative 
behavior has become a matter of national concern 
among parents, educators and groups representing the 
arts, sciences, govermnent and business. If we are 
to fulfill the need for creative thinkers in our society 
it is imperative that we begin to stimulate rather than 
stifle the potential of children in our elementary schools. 
However, most elementary teachers have had limited 
experience in developing the creative behavior of 
children and even less in developing their own creative 
potential. Teachers of speech arts have historically 
been concerned with creative oral behaviors in them-
selves and in their students and therefore are qualified 
uniquely to provide training in creativity for elementary 
teachers. 
In order for elementary classroom teachers to 
stimulate creative behavior among their students they 
must value their own uniqueness and the uniqueness of 
each child. A clas sroom climate conducive to creativity 
must prevail. The teacher must structure learning 
situations that facilitate creative oral behavior. Typically 
a teacher uses inductive methods to lead students to 
discover the rules that govern their creativity by using 
inductive methods. 
A child learns about his world through his senses. 
These impressions are stored within him and are the raw 
material from which he creates. The child must be given 
ample opportunity for spontaneous, free, independent 
expression which is reinforced by the teacher before the 
rules that govern his creativity are considered. Movement, 
self-talk, and dramatic play of the child provide an 
evaluation-free creative experience that forms the necessary 
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foundation for higher level creativity which results from. 
greater control, techniques, and skills. For young 
children language and m.overn.ent accom.pany each other. 
By acting out words, thoughts, and feelings he draws on 
his reservoir of stored experience and develops m.eaningful 
as sociations. 
2. Areas of Study 
a. Concepts and definitions of creativity. 
b. Creativity: process and product. 
c. Relation of creativity to intelligence. 
d. ' Factors that facilitate and inhibit creativity. 
e. Effect of creative experience on m.ental health and 
s elf-im.age. 
f. Verbal and non-verbal com.ponents with special 
reference to drcuna and other form.s of literature. 
E. Corn.rn.unicative Disorders and the Classroom. Teacher 
1. Rational 
The Institute m.ust be concerned with the classroom. 
teacher's role in the treatrn.ent of com.m.unicative disorders. 
A study of the speech correction of children's speech 
handicaps m.ust include a clear understanding of the specific 
and differing functions of the certified speech therapist in 
relation to that of the classroom. teacher. The classroom. 
teacher needs specific instruction in the form.ulation of the 
sounds of English speech and their sequential developm.ent. 
Such instruction should enable the teacher to apply this 
knowledge in the correction of problem.s of articulation and 
voice either for the individual child or for sm.all groups of 
children with sirn.ilar difficulties. 
Related to this re sponsibility is the irn.portance of the 
classroom. teacher's role in the general speech irn.provem.ent 
of children whose oral language does not call undue attention 
to itself in its variation from. norm.al speech behavior but 
which nevertheless needs specific attention in the areas 
of voice and diction. 
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Equally important for the teacher is an awareness 
of those serious physiological and psychological communi-
cation disorders which must be left to the specialist. In 
these instances the classroOIll teacher must see her 
participation in recognition, in referral and in supportive 
theory. 
2. Areas of Study 
a. Differentiation between normal and abnormal speech 
problems. 
b. Identification of problems that fall within the range 
of normal speech, such as simple sound omissions, 
substitutions, and distortions; careless pronunciation; 
unpleasant vocal quality; inappropriate pitch, volume, 
rate and rhytlun; and substandard regional speech. 
c. Identification of the following kinds of speech handi-
caps for referral to the speech therapist: delayed 
speech; cleft palate; non-fluencies and stuttering; 
psychoneurological disorders; severe voice problems; 
and foreign dialect. 
d. Arrangement of classroom conditions and environment 
to facilitate the speech handicapped child's learning 
and adjustment. 
II. PRINCIPLES AND SKILLS REQUIRED FOR THE TEACHING OF 
EFFEC TIVE ORAL COMM UNICATION IN THE CLASSROOM 
An institute in language arts (1) should provide the teacher with 
the skills and practices needed for her own improvement in the arts 
and acts of oral communication, and (2) should provide her with the 
principles which will enable her to guide her students into more skill-
ful use of the functional, artistic and ethical forms of oral conununica-
tion. 
Understandings and Competencies for the Teacher 
Instruction is needed if the teacher is to be a speech model and a 
motivating force for student improvement. Demonstrated skill in the 
fundamentals of oral communication is pre-requisite to good teaching 
of communication skills for the teacher must know and do before she 
teaches others. To this end, the teacher should have experiences 
which will contribute to her knowledge and understanding of oral com-
munication as an inter-personal act; refine her ability to formulate, 
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arrange and communicate ideas and materials in ways which will elicit 
desired responses from the receiver; maximize her ability to excunine 
critically messages received aurally and visually; increase her skill 
in the use of visual signs to cunplify the spoken message; improve her 
vocal flexibility, rate, projection and quality; raise her standards of 
diction and pronunciation; extend her ability to select, arrange and use 
language which conveys the message intelligibly, accurately and produc-
tively; and, augment her feelings of poise and confidence as a communi-
cator. Foremost, such instruction should involve the development of 
skill in the informal, direct, one-to-one type of communication which 
makes up a major portion of the teacher's communicating time. In-
struction is also needed to develop competence in such specific communi-
cation acts as group dis cus sion, public speaking, and oral interpretation 
of literature including story-telling and the reading of prose, poetry and 
drcunatic literature. Instruction for the teacher should also include 
literary experiences in drcuna as a creative art with emphasis upon the 
importance of observation, sense awareness and imagination; upon con-
structive criticism; upon actor-actor and audience-player relationships; 
and upon the use of voice and body in conveying meaning. A basic 
awareness of the nature and functions of communication should pervade 
the teacher's development of skill in all types of communication acts. 
Understandings and Competencies for the Child 
The second function of the language arts institute is to help the 
teacher understand patterns of child growth as they relate to language 
and speech development and to draw implications from these under-
standings for establishing a curriculuxn in the elementary school which 
emphasizes greater skill in oral communication, the most used and the 
basic language art. 
Developmental Skills. The oral language behaviors which children 
demonstrate are, of course, related to maturation as well as to learning. 
Thus, the primary grade teacher needs to know, specifically, what 
activities such as "sharing time" can contribute to the child's overall 
language development and how best to conduct the activity so as to 
achieve the maximuxn benefit for the participant. Storytelling and oral 
reading are forms of communication which also deserve attention at 
this level. Another important part of the teacher's study should be 
devoted to techniques for guiding children in creative drcuna. Informal 
activities such as solving immediate classroom problems, conversation, 
learning and using simple social cunenities, and planning projects and 
activities all provide opportunities for improving the young child's ability 
to communicate successfully with others. 
In the intermediate and upper grades communication skills may be 
greatly refined as the teacher begins to emphasize directly those behaviors 
135 
which will enable the child to control his environment m.ore effectively. 
As the subject m.atter of the curriculum. becom.es m.ore com.plex so 
m.ust the child grow in his ability to com.m.unicate. This need for 
greater skill requires that the teacher provide experiences and direct 
instruction designed to increase the child's knowledge of the total 
com.m.unication process and to im.prove his ability to com.m.unicate in 
a variety of situations from. inform.al com.m.unication to the m.ore form.al 
types including discussions, oral reporting, reading aloud, conducting 
m.eetings, and creative drama. 
Thus, speech education in the elem.entary school develops from. 
the needs of the child, and shouldem.brace a speaking and listening 
program within the language arts framework. It is necessary that 
the teacher give careful thought and preparation to the techniques she 
will em.ploy in im.proving the child's ability to com.m.unicate orally. 
Planned instruction is as essential to developing skills in sending and 
receiving oral m.essages as it is to subject m.atter areas of the curriculum. 
whether the skills are approached directly or indirectly. Pupils do 
not develop the speaking and listening abilities they need m.erely by 
expressing them.selves or as a result of the teacher's frequent admoni-
tion to "listen." Elem.entary teachers have assum.ed too long that by 
providing oral activities in the classroom. they are necessarily im.-
proving the child's ability to com.m.unicate. The institute, then, m.ust 
include instruction in the principles that govern those speech acts 
which should be inherent in the child's classroom. experience if he is 
to grow as a com.m.unicator. 
Integrated Activities. The classroom. teacher needs to rea1.ize, 
however, that speaking and listening are not confined to the language 
arts period. As the dynamic vehicle of learning, they becom.e a part 
of social studies, m.athem.atics, science, art, m.usic, and virtually 
every area of the curriculum.. Oral com.m.unication is the single elem.ent 
m.ost frequently present in all classroom. experiences. Direct in-
struction, the approach to oral language m.ost frequently em.ployed on 
the m.iddle and upper elem.entary levels, does not m.ean that speaking 
and listening should be taught in a specially scheduled class. When-
ever possible, they should be integrated with other areas of the 
curriculum.. At the same tim.e a child is learning about the products 
of Brazil he m.ay be learning skills in oral reporting or som.ething 
about pooling ideas with his peers in discussion. Hence, the child grows 
in his understanding of the econom.ic life of a South AInerican country 
while he also develops som.e com.petence in finding m.aterial, selecting 
and arranging ideas with consideration for the receiver, m.aking rem.arks 
that carry thinking forward, supporting opinions with explanation and 
proof, asking questions, and evaluating his own ideas and the ideas of 
others. 
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Listening, the language medium used most frequently, should be 
taught at all levels in the elementary school and integrated into every 
area of the curriculum. Teachers need to know the nature, levels, and 
purpose s of listening, and to be aware of poor listening habits which 
children may develop. Specific techniques for teaching listening at 
all grade levels are an important consideration for the teacher. At 
various times listening instruction may stress recognition of speech 
sounds, listening for information, critical listening, and listening for 
appreciation and enjoytnent. Whenever speech is taught, parallel 
listening skills should be stressed. 
Throughout her study of the many arts and skills involved in effec-
tive communication the teacher must be ever mindful of the functions 
of communication in the child's life. Rarely is she justified in segre-
gating communication skills from the child's other activities for this 
approach is contrary to the way in which the child experiences communi-
cation in his everyday life. Always communication must be functional 
for the child whether that function be purely utilitarian or whether it 
be to satisfy some less tangible motive. Communication instruction 
in the classroom is most meaningful when it is integrated with all areas 
of the curriculum and when it is made an integral part of the child's 
total educational experiences. 
Learning and Evaluation. hnplied throughout all of these sugges-
tions for improving oral communication skill is the need for the 
teacher to know something of the learning process. Such understanding 
is necessary if she is to translate her information and theories into pro-
ductive learning opportunities for the child. The successful teacher of 
oral communication must constantly apply her knowledge of learning 
theory in selecting experiences which will result in the child's acquisition 
of desirable communication behaviors. 
Evaluation is an important part of all learning. The teacher who 
would improve her student's ability to communicate orally should estab-
lish behavioral objectives for speaking and listening which will in-
fluence the selecting and developing of instructional experiences. These 
same objectives may then serve as the standard by which teacher and 
students may evaluate progress in learning. Although all aspects of 
the speech arts may not be immediately subject to measurement, it is 
important that the teacher make a concerted effort to identify the many 
behaviors which are desirable outcomes of communication experiences 
in the classroom. No aspect of speech teaching is more neglected or is 
likely to yield greater positive results than the thoughtful use of behavioral 
objectives. 
Because speech education is for all children, the unique communica-
tion needs of the slow learner, the culturally deprived, and the gifted 
child should also be analyzed and met. There is a great need to 
know more about how and to what extent the child's ability to com-
municate influences his adjustment to his environment and how it 
affects his development in the other instructional areas. 
Skill in oral uses of the language is generally considered a 
major objective of elementary education and should, therefore, be 
an important consideration in the planning of language arts insti-
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tutes for elementary teachers. Both the speaking and listening be-
haviors of the teacher and the communication skills of the child need 
to receive attention in such institutes. Not only does the teacher need 
to improve herself as a speech model and motivator, but she also 
needs to know more about oral language development and the process 
of learning so that she may plan and implement oral experiences which 
will result in maximum oral communication skill in the child. 
III. INSTRUCTIONAL TUTORIALS AND INTERNSHIPS 
Instructional tutorials and internships for the teacher will be 
necessary so that she will be equipped to plan for and guide the child's 
learning of effective oral communication behaviors. Institute partic-
ipants will be involved in the following aspects of the instructional 
process: (1) setting behavioral objectives for oral communication; (2) 
developing criteria and instruments for evaluating pupil attainment 
of the goals; (3) devising ways and means for motivating pupil growth; 
(4) selecting and creating printed and multi-sensory materials; (5) 
developing techniques for guiding growth in the arts and acts of speech. 
Involvement in these acts will require a materials center equipped 
with duplicating and audio-visual machines, tape recorders with ear-
phones, film projectors, overhead and opaque projectors, phonographs, 
and materials to include books, films and filmstrips, records and 
tapes, transparencies and overlays, models, etc. The purpose of the 
center is to acquaint the participant with the commercial materials 
t hat are available and to provide her with the maximum number of 
resources for creating her own materials. 
The institute should be staffed with full-term instructors and 
short-term consultants in creative drama, educational psychology, 
listening, group dynamics, speech correction and improvement, curricu-
lum planning, linguistics, and communication theory. Guest lecturers 
and teams of "authorities" might be recruited from the ranks of 
sociology, anthropology, philosophy, and the fine and performing arts. 
Depending upon the nature of the institute, consultants in reading, 
composition, and children's literature will of course be utilized. In 
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addition, there should be a full-time librarian and director of the 
materials center and sufficient clerical and secretarial help. 
The institute should be program.med to allow for frequent and 
scheduled consultations between participants and instructors or guest 
lecturers. 
There needs to be provision for teaching demonstrations by consul-
tants and experimentation by conference participants. To these ends, 
children and suitable space must be provided. These sessions should be 
followed by thorough and constructive self, peer and consultant evalua-
tion. 
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Composition is an area of extreme insecurity for most, I 
might even say "nearly all, "teachers. Within her classroom, the 
teacher protects herself by following carefully the demands of text 
and curriculum staying closely with those exercises which provide 
something she can easily identify in terms of a grade. She fills the 
required periods per week with composition of a functional sort, 
rarely adventuring into the realm of imaginative writing except as 
an uneasy but necessary journey. She feels creative writing is Ila 
good thing I I but scarcely knows what to do with it beyond having the 
author edit and make a neat copy. She feels comfortable only when 
compositions attain a neat mechanical perfection. 
And why shouldn1t she feel uneasy? She is herself the product 
of teaching which, rather than helping students to write, taught them 
to discover ways to avoid writing. How many teachers in the last 
year, the last five years--since the days of hidden notebooks in which 
ten or twelve year olds inscribed tales wistful or violent--how many 
have written anything at all not absolutely required by affection, 
courtesy, business--or courses in education? Not one in a hundred--
not one in five hundred. And what is their attitude toward the writing 
they have to do? Eagerness, procrastination, gratification, down-
right discomfort? 
I talked recently with a group of teachers in a relatively sophis-
ticated system who wanted to improve their teaching of composition. 
None of them did any writing except as situations demanded and most 
volunteered that they dreaded required written reports on school 
projects. When I asked if they would be interested in an institute 
in composition, their immediate response was an enthusiastic 
affirmative but the suggestion that a part of the course would be 
devoted to the improvement of their own writing brought a swift 
reversal by some and a hedging by others. In further conversation 
they indicated they were really concerned about their own inadequacy 
but even more concerned that their children should not develop the 
dread of writing which still haunts them. And finally they agreed 
that they would benefit by and even enjoy improving their own writing 
IF they were not graded as college students and did not have to per-
form in clas s. 
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If the reaction of these teachers is, as I believe, more or less 
typical of others, then one important task of the institute course must 
be to do something about freeing teachers from this burden of inade-
quacy by helping them to improve their own writing in an atmosphere 
both considerate and supportive. Individual conferences should be 
used for evaluation and the establishment of new aims. 
Another aspect of the course must be the teaching of composition 
in the elementary classroom. Here, too, the matter of attitude toward 
writing has long been neglected. Evaluation of writing programs has 
usually encompassed only skills while the attitude of the student to-
wards his writing has been given little attention. In a suburban com-
munity an informal survey was conducted recently in which 150 sixth 
graders were asked to list school subjects in order of their enjoyment 
of them. Language, the nomenclature for the course in composition 
and grammar, was ranked first by eight students, second by six, but 
fifth (after Reading, Social Studies, Science and Math) by 94. This, 
and other evidence indicating that students leave elementary school 
with a well developed dislike of composition, raises the question as 
to whether we are not continuing the mistakes of the past which pro-
duced the sense of inadequacy to which so many teachers confess. 
The accusations of poor preparation passed down from the col-
leges to the high school, to the junior high and finally to the elemen-
tary school usually cite only the lack of competence in the mechanics 
of writing. Is it possible that these charges have so focussed atten-
tion on the mechanical requirements of composition that teachers 
have overlooked the fact that for children, no less than for themselves, 
it is confidence and enthusiasm that create the thrust towards growth? 
It is encouraging that there are schools where writing is exciting, 
where children find real satisfaction in this activity and where their 
achievements also meet high standards of effectiveness. 
This second aspect of the course should be concerned not with 
new tricks of the trade but a searching consideration of what under-
standings on the part of the teacher, what approaches to the teaching 
of composition will secure for children not only a reasonable compe-
tence but a sense of power and delight, as well. Of essential impor-
tance to this aim is the opportunity to observe demonstration classes 
taught by experts. Indeed, it is hard to conceive of the course with-
out a demonstration school. Tapes and films, even of excellent 
teaching quality, would be a poor substitute. 
The two principal purposes of the course are so completely 
compatible that they can be pursued concurrently with the expectation 
that the values discovered in one area will strengthen the understandings 
developed in the other. 
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It is impossible to embrace all aspects of composition in a 
six or eight week course. Hard choices have to be made. The 
course I envision consists of four main topics: The Nature of Com-
position, Utilitarian Writing, Personal Writing, Scope and Sequence. 
Each of these will be considered in terms of what it can contribute 
to the teacher's own writing and to the teaching of composition in 
her classroom. 
The first area of concern, The Nature of Composition, is 
designed to help the teacher discern those qualities common to all 
effective composition and to arouse her interest in and extend her 
understanding of the potential of our language. The central element 
of this section will be the study of a selected body of literature, 
both poetry and prose. The approach will be discovery and appre-
ciation rather than dissection. As the teacher becomes sensitive 
to the qualities of great writing, she will be encouraged to look for 
the operation of these qualities in the simple writing of children 
and to observe how, in her own writing, she has to ally herself 
with the same purposes. In addition, some aspects of syntax and 
rhetoric will be considered. Sentence and paragraph structure will 
be reviewed. Developmental patterns of speech and language as 
they affect composition will be discussed. Obviously all these matters 
cannot be treated in depth but are included because they present 
problems in teachers' writing and hamper their efforts to help child-
r en in their compo si tion. In Ie cture sand di s cus sions, in as signed 
reading, in individual conferences concerning her own writing, the 
teacher will develop a growing awareness of the nature of compo-
sition and discover ways in which these new understandings can be 
used to improve her own writing and help her to recognize and value 
good writing when it appears in her classroom. 
Following this topic are two dealing with phases of writing. 
One is the practical functional writing which serves as direct com-
munication; the other is personal writing which is concerned with 
self-expression for its own sake, with imagination and inner experi-
ence. Both phases are important; though separate in purpose, each 
supports and enriches the other. Although the focus of these topics 
will be on the teaching of composition, the teacher will continue 
her own writing which will parallel concerns of the course. Her 
assignments will be in exposition when the teaching of functional 
writing is being studied. When personal writing is under consider-
ation, she will have opportunities to experiment with writing of an 
imaginative or carefree nature. Because practical writing com-
prises the major part of a child's writing and all, except in rare 
cases, of an adult's, it is treated first. 
The broad and ever- expanding cU'rriculum of the elementary 
school presents a multiplicity of demands for functional writing: 
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memos, reports, notes, letters, records, captions, to name a few. 
Composition takes place not within a neatly labelled period but wher-
ever it serves a purpose. The stating of a situation problem in arith-
metic, the planning of a slogan for a bulletin board, the planning of 
a caption for a picture all involve the effective use of writing skills. 
Because the need for writing is genuine and important, because the 
child has clearly in mind the audience for whom he is writing, he feels 
keenly the need for clarity and accuracy and is willing to strive for 
it. Since, in most cases, what he writes is to be read by others, 
courtesy as well as convention requires that it be neat and mechani-
cally correct. The need for effective communication sets high but 
attainable standards. 
The teacher, observing demonstration classes, will see how 
writing skills develop when the child's commitment is to a genuine 
purpose. She will observe more than one grade in order to note the 
growth of skills and the variation of ability in anyone grade. 
A widely assorted volume of children's practical writing will be 
available for study. This will include some collections of clear copy 
accompanied by the rough drafts. Such an exhibit will help teachers 
analyze the kind of help and support different children may need. It 
will also be possible to study samples of a single type of writing at 
various grade levels and to follow the development of a special skill 
over a period of years. Samples will also be selected for clinical 
study of applicable teaching techniques. 
sions: 
The following topics will be presented in lectures and discus-
The dictation of young children 
The relationship of oral to written expression 
The influence of a known audience on the search for and organi-
zation of information 
Honest note-taking and the avoidance of plagiarism 
Importance of time to assimilate information 
Relationship of clear understanding to effective structure 
Problems of organization 
Maintaining interest for an extended project 
Steps in the development of writing skills 
The false standard of length 
Common syntactical problems 
Methods of evaluation 
The expository writing in which the teacher will be engaged at 
this time may be related to the material of the course. As she writes, 
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watches children writing, and studies practical writing, she will, 
hopefully, see that while there is a wide difference in the levels of 
composition, the problems encountered are basically the same, the 
need for assurance and approval the same. 
Her developing empathy will be as influential in the improve-
ment of her teaching as her clearer understanding of effective tech-
niques. Too often a teacher acts as an aloof spectator of a writing 
activity, waiting to check errors and administer a grade. This 
section will not only provide her with a design for classroom proce-
dures but also help her to see that it is as necessary for a child to 
have pride in his achievement and confidence in his ability to grow 
as it is for him to acquire writing skills. 
The third topic of this course is Personal Writing, the joyous 
free writing that springs from imagination or inner experience. This 
is, without a doubt, the most neglected aspect of children's writing. 
Once again the teacher's own sense of inadequacy limits her interest 
and gives rise to an attitude of irresponsibility. Even though she 
may conscientiously allocate time for creative writing, she has no 
clearly defined aims for the activity beyond letting children have 
fun. Other s, aware of the exc ellent writing done in a few schools, 
really give children freedom and encouragement to write but don't 
know what to do with the story when it is finished other than have 
the author edit and make a clear copy. 
Particularly in the upper grades personal writing is neglected. 
Here the ever increasing demands for practical writing arising from 
the burgeoning· curriculum, compounded by the popular equating of 
length with quality, leave little time for writing for personal pleasure. 
The old adage, "All work and no play •.• ," applies neatly here. 
Practical writing requires a high degree of concentration and per-
severance. The satisfaction of a successfully accomplished com-
munication is great but the road has been long and often tiresome. 
Children need also another kind of writing experience in which 
they are free to put everything else aside and with heady unconcern 
for mechanics and properties, fashion a story or catch an impres-
sion. But a child is not truly free to write unless he is sure of a 
responsive audience for his completed tale. It is the teacher who 
must create a suitable ambience for experimenting with the craft 
of story telling. While a child may learn much about what makes 
writing vital from watching the way the class reacts to his story, 
and may learn even more when he seeks to identify what is good in 
the stories of others, it is the teacher who by her special approval 
of good writing as it appears lifts to the children's consciousness 
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those elements of design that give vigor and spirit to their writing. 
Without the teacher's subtle and skillful involvement, personal writing 
soon falters and halts. 
The purpose of this section of the course is to help the teacher 
to understand the many values of personal writing and to see the im-
portance of her role in this activity. She will observe personal writing 
in the demonstration classes, watching the whole productive cycle from 
invention, to writing, to presentation, to the thrust of gratification 
which propels the child to new efforts. She will also be able to see the 
dynamic interaction of audience and author. She will examine quan-
tities of children's writing, some good and some weak, becoming 
familiar with the surging invention which is characteristic of the ele-
mentary school child, and growing in her ability to seek out what is 
original and worth approval in even a poor tale. There will be indi-
vidual case stuq.ies in which she can discern what growth is possible 
and how differently each child grows. This reading will give her back-
ground for lectures and discussion on the following topics: 
Dictated stories in the early grades 
Character invention 
Producti ve interaction of author and audience 
Blocks to writing 
Story epidemics 
The unfinished story 
Growth and control of skills 
When to edit 
Publications 
Transfer of learnings from personal to practical writing 
For her own writing during this period, teachers will be invited--
not required but invited, in line with the philosophy on which her own 
leadership will be based, to join in some free writing activities such 
as character invention and story writing. Particular care will be taken 
to keep this experience a congenial one. It would be utterly defeating 
to describe ways in which to make personal writing a joyous experi-
ence for children if the teacher is made miserable by a demand for 
"joyous" writing! Experience has shown, however, that where a com-
fortable rapport has been established, the temptation to try one's hand 
at invention is rarely resisted for long although many adults cling to 
the assurance of anonymity. 
Since children's poetry has qualities somewhat different from 
those of their stories, it is considered separately. The popular praise 
accorded meaningless jingles and contrived verse makes it vitally im-
portant to present children's poetry as the product of their innermost 
thoughts set forth in the graphic and lyrical language natural to 
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children. Much of what they dictate or write when they seek beyond 
the easily accessible patterns for their own unique statement is 
clumsy and crude; some of it is movingly vivid and revealing. All 
of it is valuable when it represents the child's honest thinking. 
Teachers will read quantities of poetry and poetic fragments 
written by children at various grade levels. They will study poetry 
files of individual children. A familiarity with this material will 
constitute background for a consideration of the teaching strategy 
which will make poetry writing available to children. Some of the 
topics to be discussed are: 
Creating an interest in poetry 
What children write about 
Group poems 
Poetry in the upper grades 
Supporting experiences 
Publication 
As in the case of story writing, teachers will be invited but 
not pressed, to try poetic statement. If a supportive rapport is in 
operation even a timid soul may venture forth into this area. 
The fourth section of the course considers the scope and se-
quence of composition in the elementary school. Its purpose is to 
acquaint the teacher with the sweep of growth from first grade through 
sixth and to see her particular level in terms of this perspective. 
It is a topic which may well be treated in a work shop, for it will 
be based on an inspection of courses of study, curricula, and current 
research. In addition to becoming at least acquainted with recent 
developments in the field of composition, each student will be asked 
to follow research on some topic of special interest. Plans for 
making the new insights they have gained at the institute effective 
in their own faculties will be discussed. 
The final phase of the teacher's experience with her own 
writing will be an individual conference in which the instructor will 
help her to make a critical evaluation of her accumulated writing, 
not in terms of grades but progress. Specific gains, not only in 
her writing but in her understanding of the writing process, will 
be noted. Reasonable plans for fortifying gains and overcoming 
weaknesses will be made. 
It is not expected that this course will make a teacher an ex-
pert writer. In fact, the quality of her writing may be but mildly 
improved. One important outcome will be her growing understanding 
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of the writing process which will affect her attitude towards her own 
writing and her ability to teach composition. Throughout the course 
this process will be investigated, first in literature and then in child-
ren's writing and in her own. A realization of the universality of 
problems which an author, teacher or child, meets each on his own 
level, when he engages in an act of composition will engender a feel-
ing of security and an expanding sense of adequacy for her teaching. 
If, when a child comes for help in a composition, she can say with 
her heart if not her voice, "I know--I know how bothersome this is, II 
she will already have taken a long step towards aiding the youngster 
who probably needs assurance and support quite as much as techni-
cal assistance. 
If the course awakens a new interest in the limitless possibili-
ties of language the teacher will have an incentive for further improve-
ment of her own ~riting. Certainly she will be better fitted to help 
children to become aware of the potential of language. 
She will know the validity and effectiveness of the teaching tech-
niques presented in the course because she has seen them demon-
strated in the observation classes. She will be aware of the rewards 
for teacher as well as children implicit in the program. She will be 
familiar with the philosophy and principles on which the program is 
based. From examination of a large body of children's writing as 
well as study of curricula and research she will have knowledge of the 
scope of composition in the elementary school and will know what to 
expect at her grade level. She will, I hope, be eager to return to her 
classroom! 
A summer course cannot work miracles. This one will serve 
its purposes well if for teachers and through them, for children, com-
position is not a threat but an invitation. 
A PR OPOSED COURSE IN COMPOSITION: 
ONE COMPONENT IN A SUMMER INSTITUTE 
FOR ELEMENTARY SCHOOL TEACHERS 
Assumptions Concerning the Institute 
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In the following description of a proposed course in composition 
for elementary school teachers, a number of things have been as-
sumed. First, it is assumed that the institute will last not less than 
six weeks or longer than eight, with the possibility that, if it is 
seven or eight weeks in length, one of those weeks might be deferred 
to the middle of the following school year so that the important 
follow-up work could be done. Second, it is assumed that the insti-
tute would not be devoted solely to composition, but rather that a 
course in composition would be one component of an institute em-
bracing other relevant subject matter in English as well. At a 
minimum, though composition might provide the main emphasis 
for the institute, some basic information about language and the 
study of language should either accompany or, better, precede the 
course in composition. The main purpose of this block of instruc-
tion would be to provide information about language, and to inculcate 
an attitude toward language, which would be fundamental to the 
teaching of any aspect of English. Third, it is assumed that, in 
order to do a proper job of raising the general competence of ele-
mentary school teachers in essential aspects of English instruction, 
it may be necessary to assume that each teacher would attend at 
least two institutes in successive summers. The problem is of 
course complicated by the need of these same teachers for institutes 
in the New Mathematics, in the New Science, in social studies--
and, perhaps, before long, institutes in art and music. Perhaps 
what all this indicates is that the explosion of knowledge and the 
consequent curriculum revolution may soon make it necessary for 
the elementary schools to reorganize their staffs on the basis of 
subject-matter specialization. 
Assumptions About the Elementary School Curriculum in Composition 
In drawing up the following description of a proposed institute 
course in composition for elementary school teachers, it has been 
necessary to make certain assumptions about the kind of school 
curriculum in composition for which the teachers would be pre-
paring themselves in the institute. The first of these assumptions 
is that both imaginative writing and factual writing ("personal" 
writing and "utilitarian" writing) will be taught in the elementary 
grades. It is assumed further that, from the earliest exercises 
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in composition, whether spoken or written, these two modes of writ-
ing will be interwoven. That is, it is not proposed that children in 
the second or third grade do only imaginative writing and those in the 
fourth, fifth, and sixth do factual or expository writing. At any age 
of the elementary school (or for that matter, of the secondary school), 
children need the discipline and the opportunity that writing in both 
of these modes provides. The second assumption is that the word 
"composition" includes assignments in speaking as well as in writing. 
Although there are important differences between written and spoken 
language, the principles underlying their use are alike at far more 
points than they are different. 1 The child's first exercises in com-
position are likely to be oral--"show and tell" activity, dictation to 
the teacher, etc. And while assignments in writing can be introduced 
at an earlier age than is often thought possible, opportunities for ex-
ercises in oral composition ought to continue throughout both elemen-
tary and secondary school, closely integrated with the instruction in 
written composition. A third assumption is that instruction in com-
position will not take place within a given year in a specific composi-
tion "block" alone, but rather that opportunities for the study and 
practice of composition will arise as the child studies literature and 
language--and, for that matter, science, social studies, mathematics, 
and the other components of the elementary school curriculum. That 
is, composition, whether oral or written, should not take place in a 
vacuum but should be related in as many ways as possible to all the 
student's other work, in which he is obviously obliged to understand 
and make himself understood through language. The final assump-
tion about the elementary school composition curriculum is that, in 
accordance with what we understand to be the general psychological 
and intellectual development of most children, the composition cur-
riculum will move, in a general way, from the concrete to the ab-
stract, from the simple to the complex, from chronological and 
and spatial patterns to the simpler varieties of logical arrangement. 
This progression would be visible both in imaginative writing and 
factual writing, as far as possible. 
Purposes of ~ Composition Course in ~ Elementary School Institute 
There are three purposes which a composition course for ele-
mentary school teachers should accomplish: 1) The participants 
should be introduced to a systematic theory of discourse, both imagi-
native and factual. This means, on the one hand, an acquaintance 
with several of the principles of literary analysis and criticism, and 
1 The speech committee took exception to this position during the 
conference. PAO. 
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on the other, a familiarity with the principles of rhetoric and, to a 
degree, logic. 2) The participants should apply these principles 
to writing of their own in both the imaginative and factual modes. 
The purpose of such exercises would be not only to consolidate their 
grasp of the principles in question but also, so far as it can be 
accomplished within the space of a few weeks, to improve the qual-
ity of their own writing and, by this means, make them more sensi-
tive and more articulate about the writing of their students. 3) 
Finally, all the knowledge acquired in the institute course should 
be focused on the problem of teaching composition, both oral and 
written, in the elementary school classroom. This last may best 
be accomplished through a workshop and a demonstration class. 
The first two of these purposes will be the business of the compo-
sition course itself. 
Relations of the Composition Course to other Components of an 
Elementary School Institute 
Since composition, whether oral or written, is an instrumental 
art, not one practiced for its own sake, the proposed course in 
composition will have obvious and necessary relations to other 
aspects of the English curriculum which, in all likelihood, will 
figure in most elementary school institutes. Especially in rela-
tion to the teaching of imaginative writing, literary works must 
be studied and literary principles must be derived. Especially at 
the level of the word and the sentence, the composition course must 
draw on insights provided by modern linguistic science. The rela-
tions to speech have already been mentioned earlier; that is, those 
aspects of oral discourse governed by the art of rhetoric can, it 
would appear, be more effectively studied in combination with 
instruction in written composition. Other aspects of speech, such 
as dialects, speech defects, etc., would be the business of a 
different course entirely. As for the relations of the composition 
course to reading, the course being proposed here would simply 
regard reading as an essential and related skill, not to be taught 
as part of this course but rather as a special course in its own 
right. 
Main Features of the Proposed Course in Composition 
Just as it is assumed that the writing instruction in the ele-
mentary school classroom would embrace both imaginative and 
factual composition, so would the institute course provide instruc-
tion in both of these modes. 
The study of imaginative writing would of course be closely 
related to the literature component of an elementary school institute 
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though it would not be identical with it. At least some poetry and 
short fiction should be analyzed in the composition course for the ex-
pres s purpose of deri ving principles of such composition for the guid-
ance of exercises in writing. Probably only the shorter forms, both 
narrative and lyric, of verse should be studied; and certainly both 
free, as well as metrical, verse should be included. As for fiction, 
the purposes of the composition course could be adequately served 
by the study of short stories and short narrative sketches. In any 
case, it is important to emphasize that the particular poems or works 
of fiction studied should be chosen to illustrate principles of these 
modes of composition; they should not be picked on the basis of whether 
or not they might be read with enjoyment and understanding by ele-
mentary school children. (The latter consideration might well be the 
business of a unit on children's literature within a literature course. ) 
The analysis of literary models, then, will provide most of the 
principles needed to guide practice and instruction in imaginative 
writing, but it would be appropriate to do a limited amount of reading 
in critical essays dealing with literary theory. It would be advisable 
not to tread unduly upon the domain of the literature course. And, 
as suggested earlier, the participants I grasp of these principles 
should be tested by assignments calling for them to try their own 
hands at writing fictional sketches or short verse forms. These 
might well be ungraded so as to encourage spontaneity and free play 
of the imagination. 
The teaching of factual writing and the theory underlying it will 
likely bulk larger in the course than the corresponding instruction 
in imaginative writing. The reason is that much of the work for the 
latter will be done in the literature course of the institute, whereas 
the close study of factual prose is customarily omitted or, if not, 
given much less attention. This means that a fairly complete theory 
of factual prose will have to be supplied within the compass of the 
course. The theory should be derived from the analysis of factual 
prose and from the study of works dealing with rhetorical principles. 
And, as recommended earlier, the teachers in the course should be 
allowed frequent opportunity to consolidate their learning by com-
posing essays and other short pieces that will oblige them to apply 
the principles being studied. 
Though there are many ways of organizing such a course, the 
following is offered as a workable possibility; no claim is made for 
the necessity of the items included or the irrelevancy of items omitted; 
and the order of items is only one of a number of possibilities. 
The course might well begin with a consideration of what may 
be called rhetorical "imperatives": purpose, audience and the rhe-
torical persona of the writer or speaker created by the linguistic and 
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rhetorical choices within a given composition. Theoretical considera-
tion might be given to such matters as the point of view of the speaker/ 
writer and the nature of his audience. To drive home these consid-
erations, such written assignments as the following might be given: 
descriptions of a classroom from various points, such 
as the back row, the teacher's desk, the doorway. 
a short tale or anecdote or fable, told from the points of 
view of various of the characters in it. 
a problem in the classroom, as one might explain it to his 
student, the student's parent, and one's supervisor. 
Following the study of these overriding concerns and some 
practice with them, the course might turn to the problem of rhe-
torical invention: the problem of discovering subject matter for 
writing or speaking and the associated problem of discovering what 
it is possible to say about the subject matter chosen. Written 
assignments for this portion of the course might range from an 
impossible assignment ("In the next twenty minutes, write me a 
page on Fynes Moryson's Itinerary, " to pose a far-fetched one), 
calculated to dramatize the neces sity for choosing subject matter 
within the ken of the student, through such a possibility as "Write 
me a page about this piece of chalk" (in which the initial horror of 
the participants might be relieved by a few suggestions: how does 
it look, feel, sound, smell, etc. ?), to such an assignment as the 
utilization of the common topics of Aristotle in the discussion of 
a hypothetical problem. 
Next might come a study of structure--various ways of organ-
izing a composition. The possible structural patterns which follow 
are by no means exhaustive, but offer possibilities for written 
assignments for participants and also suggest ideas for compositions 
in elementary grades. Simple verse structures such as the haiku 
and limerick are easily dealt with; and simple narrative forms, such 
as anecdote and fable, offer forms for students of all age s to manip-
ulate. A number of logical structures which offer possibilities for 
writing in elementary school may also be considered. The logical 
method of classification underlies problems in the categorization 
of things, qualities, and conditions (leaves, rocks, books; colors, 
sizes and shapes, consistencies; things which will freeze or melt 
under certain conditions); and classification also underlies the method 
of definition (what is a freshman, a sibling, a parent, a dog, etc. ?) 
and that of comparison-contrast. The logical method of analysis 
yields assignments such as analyses of activities (playground or 
cafeteria), of characters (kinds of teachers, books, pets, friends), 
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of systems of rules (games and sports), and of simple processes (how 
to dial a telephone). Rules of causation supply the logical framework 
for explaining innumerable phenomena. The method of generaliza-
tion may be illustrated by assignments in problems of usage ("How 
many people discriminate shall and will, or who and whom, and when? "). 
Even the syllogism may be useful in such problems as those impli-
cit in the fallacy of the undistributed middle term (Communists want 
us out of Viet Nam; Mr. Jones wants us out of Viet Nam; ergo - - - - ?). 
Next might come a detailed study of the rhetoric of the para-
graph, accompanied by exercises in paragraph writing utilizing the 
various methods of paragraph development. After this might come a 
study of the sentence, from a rhetorical point of view. Here it would 
be assumed that the language component of the institute would have 
provided the participants with a sufficient knowledge of syntactic ele-
ments to enable them to talk intelligently about the rhetoric of the 
sentence. Exercises might include both analyses of sentences and 
creation of variations on a single kernel sentence. 
Following this unit, the course might turn to the study of diction--
problems of the individual word. Possible considerations might be a 
study of denotation and connotation, of semantic change and of word 
formation (though the last of these might well be covered in the lan-
guage component of the institute). Accompanying or following the 
study of diction might come a study of usage, with the aim of insuring 
an informed attitude toward matters of usage as well as acquainting 
the participants with the status of the thirty or forty usages now often 
disputed. 
The course might conclude with a study of English prose style, 
building on the analyses and exercises in composition that have gone 
before. Such exercises as attempting imitations of different styles 
suggest themselves immediately in connection with this portion of the 
course. 
Throughout such a course the aim would be to keep in mind the 
participant as scholar and writer: lectures and readings on the the-
oretical framework of composition should be enforced with writing 
as signments which illustrate and clarify the principles studied. Hope-
fully, the participants will see in these two supplementary activities 
sources of compositional assignments at their various grade levels. 
Staffing 
The course in composition should be taught by a university-level 
specialist in rhetoric and composition, though he should have the 
assistance of consultants and lecturers representing particular spe-
cialities. Depending on what other components may be present in the 
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institute, consultants should be available in speech, creative writing, 
literary analysis, and linguistics. If the institute contains courses 
in, say, language and literature, the teachers of these courses might 
be asked to visit the composition course several times to talk about 
. their particular subject as it relates specifically to rhetorical theory 
and practice. 
THE COLLOQUIUM 
Purpose 
The major purpose of the colloquium is to provide an opportun-
ity for the practical application of theory to the elementary classroom. 
In this part of the institute participants will observe composition 
lessons in an elementary school, study effective c~assroom proce-
dures, examine materials written by children, work out methods of 
teaching children at a particular grade level, and hear specialists 
in child development and the arts of language--all in relation to a 
discussion of the practical implications of the theoretical concerns of 
the course. 
Content 
A first task in the colloquium will be to give an overview of 
an elementary- school program in composition. All aspects of the 
language arts are related; oral and written expression are closely 
allied2 and the young child normally needs to clarify and express 
ideas orally before he is able to write. Composition is a part of the 
total curriculum and includes every activity which requires language 
usage. In fact, many written language skills and abilities can best 
be developed through experiences in such areas as the social studies 
or science; moreover, functional writing experiences constitute an 
important part of a program in composition: when the child writes 
his name on a drawing or letter, he is using written language to 
communicate. Thus, class plans, letters, labels, announcements 
provide opportunitie s for growth in expres sing ideas, and subject-
matter reports, as in social studies or science, are vehicles for 
discursive writing. As children understand, select, and organize 
content in terms of specific purpose, they use logical patterns 
2 The Speech Committee would wish to limit the application of the 
position to a more specific indication of where they are alike and 
where they differ. PAO. 
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appropriate to their subject and to their ability to think. Colloquium 
activities will identify functional or discursive experiences appro-
priate for children of various ages and will evaluate samples of child-
ren's writing. 
Narration tends to be the most common form of expres sion of 
young children. Primary children tell about personal and imaginative 
experiences. Older children expand their stories into such forms as 
fables and tall tales. The development of children's story-telling 
ability from the first dictated account to the detailed story of the middle-
grader should be demonstrated and discussed. Indeed, all forms of 
creative expression--creative dramatics, poetry, stories--should 
be discussed and analyzed in the colloquium in a discussion corre-
lated with the discussions of children's literature. 
Institute participants will be asked to bring varied samples of 
children's work. These will form part of the resource material for 
the colloquium. As participants look at these materials, they should 
observe how, in the elementary school, the child learns a complete 
set of written-language symbols, and a consideration of curriculum 
and instructional procedures relative to the development of skills in 
the handling of "written language symbols" and the linguistic conven-
tions which go with these should form an important segment of the 
colloquium. Finally, classroom organization which facilitates indi-
vidual attention, positive evaluative techniques, and realistic goals 
for child growth should also be demonstrated and discussed. 
Demonstration 
For the purposes of observing the teaching of children in com-
position, demonstration classes should be available. These classes 
should represent various age-levels of elementary school children. 
Format 
It is advisable that an institute group of forty or fifty be divided 
into two groups for the colloquium. Each group would have from 
twenty to twenty-five individuals. Each group should meet for two 
two-hour periods each week in addition to time spent in demonstration 
classes. Each week the total institute group should have a two-hour 
colloquium session with one of the specialists. 
Three possible schedules are presented below. Any schedule 
adopted should be flexible enough to serve the needs of the partici-
pants and the skills of the leaders. 
PLAN I -- Two groups divided arbitrarily 
1:00-3:00 p. m. 
Mon. 
group A 
Tues. 
group B 
Wed. Thurs. 
total group A 
group 
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Fri. 
group B 
PLAN II -- Two groups divided according to grade-level interest 
Mon. Tues. Wed. Thurs. 
1:00-3:00 p. m. Primary Inter- total Primary 
teachers mediate group teachers 
grade 
teachers 
PLAN III - - Two groups with a leader for each group 
Mon. Tues. Wed. Thurs. 
--1:00-3:00 p. m. group X free for total group X 
group Y other group group Y 
activities 
Staffing 
Fri. 
Inter-
mediate 
grade 
teachers 
Fri. 
free for 
other 
activities 
The colloquium should be led by an elementary education spe-
cialist and assisted by others as needed. The leader will serve as 
coordinator of observations and discussions. Consultants to this 
group will be such persons as psychologists or psycholinguists, 
child development specialists, specialists in children1s literature 
or creative dramatics, story tellers, and the like. 
Staff members needed for demonstration will be one or more 
teachers, the number depending upon the number of children1s groups. 
These teachers should be excellent classroom teachers or specialists 
in working with children and writing. Part-time staff for demon-
stration will possibly be such persons as the good story teller, the 
teacher of creative dramatics, the puppeteer. A television tech-
nician to video-tape the children l s writing sessions would be 
desirable. 
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Appendix A: A Second Suggestion: Leslie Whipp: rMr. Whipp par-
ticipated in the conference as an observer; his proposal 
grew out of his involvement with the group discussions 
and is included for its possible usefulness in developing 
future courses-:/ 
This appendix concerning a course in composition for elementary 
teachers, which might be a segment of a six or eight weeks' language 
arts institute, is in effect wishful thinking on the possibility of making 
up the kind of course which I would like eventually to be able to pre-
sent to elementary teachers. What would be the purpose of such a 
course? What should be the kinds of questions which it asks (and 
the sources of information it draws upon to answer those questions)? 
These are the two broad questions 1 want to consider here. 
Ideally, the purpose of the course would be to help the teacher 
grow as a writer, teacher, and scholar. On the teacher's growth as 
a writer, there is little to say at this point except that this would be 
a secondary aim of the course, and one to be served rather implicitly 
than explicitly. The improvement sought may be only improvement 
in the understanding of what is involved in writing, or improvement 
in overcoming the inhibitions of fear and hostility with which a teacher 
tends to approach situations in which he has to write. There is no 
reason, so far as I know, to believe that in six or eight weeks one 
can bring about any marked change in how well adults do in fact write, 
nor does it seem necessary that the competence of the teacher as a 
writer implies anything about his competence as a teacher of writing. 
Concerning the teacher as teacher, there is comparatively a 
bit more to say. Ideally, the composition course would equip the ele-
mentary teacher to do four things: 
A. take a descriptive approach to problems of writing 
B. use printed models 
C. use the discovery method 
D. solve "the problem of the match" 
A. A Descriptive Approach: 
To speak here of taking a descriptive approach to prob-
lems of composition is obviously to ride a horse which died on 
linguists some time ago. But it is a serviceable beast in this 
context. Teachers still interpret statements about rhetoric--
effective or ineffective sentence structure, punctuation, para-
graph structure--as deriving their force from tradition and 
authority. They understand and teach children to understand 
that a question about writing is a question one asks of the 
teacher or of the handbook of rules. Yet anyone who compares 
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what writers of a given mode who publish in a given place do 
with what he had long assumed from reading student papers 
cannot but be struck by the differences between what he finds 
practiced and what he formerly preached. It seems likely 
that meaningful questions about writing are questions which one 
can phrase as, "How does big daddy do this ?II--that is, as 
questions to be referred to appropriate models. 
B. Printed Models: 
The concern for description has led to the second concern: 
that the teacher be encouraged to use printed models. It is 
at this point that the composition program connects in the pri-
mary classroom both with the literature program and with 
instruction in other disciplines. There are many implications 
here which I choose to ignore. One chief pr?b1em, that of how 
to choose and use models, receives rather fuller treatment 
below. Whatever the unanticipated problems, I am pushed to 
endorsing this practice of using models by three considerations. 
First, it seems clear that one learns his native language by 
observing and imitating more mature speakers around him 
(Ruth Hirsch Weir, Language in the Crib. Second, in 
the discussions at this conference the group concerned with 
literature has concluded that liliterature ought to be the core 
of all language arts instruction in the elementary schoo1 11 
(Hedges, position paper). Third, Donald Rasmussen has ob-
served that Ilencoding /writing and speaking/ is more difficult 
than decoding /reading-and listening/. II It thus seems likely 
that we should make learning in writing dependent upon ability 
in reading. 
C. The Discovery Method: 
The way in which models might be used may be suggested 
by the observation of Professor J. McVicker Hunt; as he indi-
cates, what is now called lithe discovery method ll is epito-
mized in Socrates I discourse with the slave-boy. This method 
is probably the most advantageous approach to the teaching of 
Illogic and 1anguagell and, perhaps, of their relationship to 
composition, to children who possess the concrete operations 
but have not yet acquired the formal operations of thought: 
that is (normally), children from 5, 6 or 7 to 12, 13 or 14. 
How this method works in seizing on logical mod.e1s or analogies 
is suggested by Professor Hunt l s discussion of Plato I s Meno: 
The classic example of guiding learning appears in 
Plato I s Meno. There Plato has Socrates argue that 
Iiseeking and learning are in fact nothing but recol-
lection. II Plato I s aim is to get support for his theory 
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of the independent existence and external reality of 
conceptual constructs. Socrates leads one of Meno's 
slave- boys to accept the principle that the square of 
a diagonal, or hypotenuse, is a sum of the squares of 
the opposite sides, merely by asking the boy questions. 
But Socrates is a bit sneaky: he leads the boy to make 
assertions and then confronts him with the discrep-
ancy between the assertions and drawings of squares. 
Moreover, it is Socrates, not the boy, who suggests 
that each square is cut in half by its diagonal. To 
drive home his argument that learning is nothing but 
recollection, Socrates remarks (Meno, 85d) that "at 
present these opinions, being newly aroused, have a 
dream-like quality. But if the same questions are 
put to him on many occasions in different ways, you 
can see that in the end he will have a knowledge on 
the subject as accurate as anybody's." Actually, 
Socrates has forced the slave-boy, little by little, 
to accept a conception. By repeatedly confronting 
the boy with evidence dissonant with his previously-
accepted conceptions, Socrates forces him to develop--
perhaps even to create--a new concept. In many 
ways, this episode might be considered a nice dem-
onstration of Skinner's behavior--shaping, but this 
would neglect the fact that the behavior of the slave-
boy changed little: he was simply induced to say 
"yes" and "no" by utilizing his arithmetic skill in re-
sponse to Socrates' questions and to the nature of the 
square as it is pointed out by Socrates. It is this series 
of inputs which both interested and perplexed the lad 
and which forced a modification in his conceptual struc-
ture. Moreover, in spite of his theory of recollection, 
Plato shows here a recognition of the phenomenon which 
Harlow (1949) has called the "learning set, " for it is 
only after the same questions are put to the slave-boy 
on many occasions in different ways that Plato expects 
him to have full and accurate knowledge of the princi-
ple. (J. McV. Hunt, unpublished manuscript. ) 
In looking at the conceptual and rhetorical content of printed 
pieces from which the child might learn, this kind of question-
ing method may be helpful. 
D. The Match: 
Finally, the institute course in composition should seek 
to make the elementary teacher as teacher more cognizant of 
and comfortable with what Professor Hunt has called "the 
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problem of the match." Thus it should seek to enable the teacher 
to design writing exercises based upon an awareness of the 
stages in the development of children's perceptual, logical, 
and syntactic skills, exercises designed to utilize previously 
developed skills and to facilitate the development of additional 
skills. 
I propose then four general approaches to benefit the 
teacher as teacher--equipping him to use a descriptive ap-
proach, to use literary models, to use the discovery method 
of presentation, and to solve the problem of the match. The 
teacher can make an effort to do these things, however, only 
if he has a body of information upon which to draw in order to 
do them. 
There are several ways of slicing the body of information 
with which the composition course should concern itself, and 
the following list is only one of these. But this list does seek 
to include all of the topics which in one way or another should 
concern planners of the composition course: 
1. Subject matter treated in composition. 
2. Purposes or uses of the language. 
3. Assumptions made about and signals directed to the 
audience. 
4. Responses (and signals) wanted from the audience. 
5. Kinds of questions asked on these subjects. 
6. Sources of answers on these subjects. 
7. Command of syntactic structures (form/use). 
8. Intonation or punctuation. 
9. Pronunciation or spelling. 
10. Usage. 
11. Diction. 
12. Levels and kinds of organization above the level of 
the sentence. 
The course should equip the teacher to speak descrip-
tively, and (using literary models, and solving the problem 
of the match) guide the students' discovery and acquisition of 
each of these aspects of language. But these aspects of lan-
guage are more properly less aspects of language per ~ than 
aspects of a series of "dialects" or "genres." None of them 
occurs as an aspect of language outside of its use in a particu-
lar context or genre, whether it is a genre of oral discursive 
language, of oral imaginative language, of discursive writing 
or of imaginative writing. It is clearly the case that there are 
many ways in which an understanding of one of these aspects 
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of language (say terminal punctuation) in one genre applies to 
other genres. It is the case, however, that these aspects of 
language are handled differently in different genres (say the con-
ventions of paragraphing). In short, the course should equip 
the teacher to speak not of "composition, " not of Ilwriting, II but 
of the conventions of particular genres. 
What will be the organization and content, the approaches 
and techniques used in a composition course which will do these 
things? To consider first the organization and content: the 
traditional Aristotelian organization still seems serviceable: 
invention, arrangement and style. But the matters treated in 
each of these sections need not be traditional: contemporary 
scholarship in psychology, linguistics, discourse analysis and 
psycholinguistics should supplement and, at times, replace more 
traditional information. 
Invention: 
Questions of invention- -what to talk about and what to say 
about what one talks about--vary. The Aristotelian topics are 
appropriate for some kinds of adult discourse, but that is as 
much as one can say with certainty. It seems likely that the 
better place to begin to treat the topic of invention is with the 
psychology of children. One needs to answer such questions as 
these: What are the stages (if they are that) in the development 
of the childls perceptual apparatus? What kinds of things does 
he notice? What kinds of things which he notices can he mani-
fest in speech? What kinds of things which he notices can he 
manifest in writing? And what are the stages in the develop-
ment of the child I s logical apparatus? What kinds of logical 
operations do youngsters perform on the data they take in? 
When do they manifest these in speech as well as in other kinds 
of behavior? When do they handle them in writing? 
Ideally, these questions should treat the psychological 
development of the child in both the pre- and post-primary years, 
first, to equip the teacher to build on the skills the students 
bring to the classroom and to point the student toward percep-
tual and logical skills to be developed later. 1 A sense of the 
childls psychological development is useful, if it is coordinated 
1 To make what I have mentioned above meaningful, this report 
should comment upon the available scholarship and texts in 
this area, but time and the resources of the conference do 
not permit this. 
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with a sense of the perceptual and logical skills called upon 
by different modes of discourse. Thus the second body of in-
formation one should treat in considering invention should be 
drawn from contemporary discourse analysis. What genres 
are there in children ' s literature? In adult literature? What 
perceptual and logical skills do they call into play for a lis-
tener? a reader? a writer? What can serve as models for 
children to use in selecting subjects and kinds of things to say 
about them? 
Discourse analysis should get at two other related sub-
jects as well: first, the job the language is intended to do; 
second, the audience for which the job is done. Concerning 
the job to be done, one wants to give the teacher an awareness 
of the total behavior of which the language is a part--whether 
the language is a joke among friends or an explanation of the 
location of a constellation. This implies considering the nature 
of (first) the audience, (second) the formal devices by which 
the speaker or writer directly involves the audience, and (third) 
the audience responses which would go along with a successful 
use of language for the job of the respective forms. 
Arrangement: 
Here we can again draw upon the fields of psychology and 
discourse analysis, but here the sequences can be reversed. 
What are strategies of organization (and their signals) for the 
various modes? This is the question which we must ask before 
we can attempt to lead students to a mastery of organization: 
we have to know what the strategies of organization are before 
we try to teach the student to master them. When they have 
been described, we can ask, of the psychologist, what overall 
forms of organization children perceive at what ages. What 
smaller formal sections do children perceive at what ages? 
What distinctions are there between the manifestation of such 
perception in non-verbal behavior and parallel manifestations 
in speech or in writing? 
In addition to drawing upon the scholarship of psycholo-
gists and discourse analysts, one should also draw here upon 
the knowledge of the linguist and the psycholinguist. Part of 
the difficulty in composition comes from not giving the writer 
the syntax according to which he can say appropriate kinds of 
things. That is, we cannot assume that the syntax of discursive 
writing is the syntax of imaginative writing; we cannot assume 
that the syntax the child understands and commands as a speaker 
is the syntax he needs to command as a writer. Thus, the 
linguist can be useful to us here as providing a way of equipping 
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the teacher to look for distinctions in the syntax of different 
modes. And the psycholinguist can help us learn the stages of 
the-development of the child's syntactic apparatus as a listener, 
speaker, reader and writer. 
It may be that one needs to give some attention at this 
point to the development of vocabulary, insofar as it may be 
useful to facilitate and manifest the student's development of 
his perceptual, or perhaps, logical and perceptual skills. 
Style or Elocution: 
Much that has traditionally been spoken of as style, fairly 
clearly, has already been considered under invention and dis-
position, since much of style is a function of what one has to 
say, how one comes to say it, and who one comes to say it for. 
Yet there are aspects of both oral and written composition which 
have not yet been considered: 
Intonation or punctuation 
Pronunciation or spelling 
Usage 
Diction 
These are largely what is spoken of as "mechanics" and 
have long usurped the place of the teaching of composition. While 
they probably should be greatly de-emphasized in the elemen-
tary classroom, they probably need to be dealt with at some 
length in the institute classroom. Fortunately, we can call upon 
the linguist to explain these problems and to define attitudes 
toward them. 
TEACHERS, CHILDREN, AND CRITICISM 
Bruce Mickleburgh 
Educational Courier 
Toronto, Canada 
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Let us start with a puppet show, in kindergarten or grade 1: 
the 400-year-old classic, Punch and Judy. That lovable crhninal, Mr. 
Punch, in turn disposes of Judy, the baby, Toby, and the doctor. He 
knocks the head right off Scararnouche. Round and round the puppet 
stage he capers, rooty-toot-tooting, celebrating his victory, unable 
to see that a dreadful figure rises up behind hhn: the alligator. But 
the children see the alligator, and they get an inthnation of the nemesis 
that awaits their favorite villain. The alligator hisses and withdraws. 
Punch, suffering from an extreme dose of--is it hubris ?--is gleefully 
oblivious of the monster. He annihilates the policeman and the hangman 
in turn. Then behind hhn rises the devil. The children see the devil. 
Punch does not. The children shriek their warnings: "Look out Punch! 
Punch! Punch! Look out!" Punch turns this way, that way, slowly, 
quickly--but the devil turns with hhn. All this while the children see 
something of dreadful consequence to which the central character is 
blind. Fina1ly, the devil pops up in front of Punch, pins hhn to the wa1l 
and cries, "BOOH!!!! I HAVE COME FOR YOU! ! !" But Punch outwits 
even the Devil. His triumph seems complete. He is invincible. It is 
at this moment that the a1ligator (who has been in the children's con-
sciousness a1l the thne, yet not, they know, in Punch's consciousness) 
returns and puts a catastrophic end to Punch's infarnous career by 
devouring hhn. 
Presumably any teacher can learn to operate a puppet show. But 
this is the easiest part, after a1l. The teacher who is a competent 
literary critic will know that whether or not she introduces the child in 
these early years to the actual term, irony (and the use of it may not be 
far-fetched as it sounds), irony is one of the elements of the child's 
learning with Punch and Judy. 
The teacher who is a competent critic knows that the pupils are 
experiencing something that has the sarne flavour as what they wi1l 
later experience if they read Sarah Cleghorn's "The Golf Links": 
The golf links lie so near the mill 
That almost every day 
The labouring children can look out 
And see the men at play 
(though here we have a different kind of irony, and the teacher wi1l know 
that, too). Punch suffered his peripeteia if not his anagnorisis {that was 
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left to the children}. The teacher will know that what is happening in the 
children's minds is laying a basis for Banquo's ghost, and that Punch's 
words from the alligator's belly {'So ends our play, So ends my tune'} 
relate distantly, primitively but definitely, to Macbeth's "I have lived 
long enough. II 
The quick discussion in class of what the children knew and could 
see that Punch did not know and could not see might be the element that 
transforms the children's literary experience from a delightful but 
casual experience to one which relates to the inexhaustible mines of 
dramatic irony in the Bible, which we could consider summed up by The 
Preacher in Ecclesiastes 10 :8- 9: 
He that diggeth a pit shall fall into it, and whoso breaketh 
an hedge, a serpent shall bite him. 
Whoso removeth stones shall be hurt therewith; and he 
that cleaveth wood shall be endangered thereby. 
I have chosen the difficult example of irony to illustrate that the teacher 
who is a competent critic will know exactly where a given work under 
study by the children fits into the whole body of literature. He will be 
able to relate it in his own mind so that he can structure the child's 
learning experience in accordance with the discipline of literary criticism. 
This, clearly, is a demanding role. Few of us would care to have 
our car engines tuned up by a chimpanzee, but something worse than 
that happens when the education of the child's imagination is entrusted 
to the unlettered. 
To be strictly accurate, we must state that neither the child nor 
the teacher can study literature. What is experienced is literature, but 
what is studied, and what is practised by the teacher in the classroom, 
is criticism. In fact, the bulk of all literary criticism is today practised 
in the classroom. The elementary school teachers form the most 
numerous battalions of the army of critics {at the core of which, as a 
kind of general staff, are the scholars}. It is not unkind, in surveying 
these battalions, to recall {in a bowdlerized version} the words of the Duke 
of Wellington as he inspected his troops on the morning of Waterloo: 
"I don't know what they will do to the enemy, but they scare the wits out 
of me. II 
Let us take it as given that criticism is a discipline with its own 
field of inquiry and its own methods of inquiry which are determined by 
its subject matter. The teacher practising criticism in the classroom 
must have a knowledge of the principal body of English literature. By 
participating in inquiry with scholars who are extending the frontiers of 
criticism, he must have become competent in his critical approach. 
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It is the resultant creativity and disciplining that fits the teacher to 
practise criticism in the classroom. Anything else is secondary. 
This should dispose of the sentimental, anti - profes sional 
"inspirational" approach to preparing teachers to teach literature. 
Northrop Frye has authorized it for us: "What inspire s a good 
teacher is a clarified view of his own subject. III 
By now, these remarks may have caused a spectre to rise In 
some minds more terrible than Punch I s devil and alligator combined: 
that most unutterable of all conceptions, the subject teacher in the 
elementary school. 
Yes, that is indeed what is involved. I think I realize what the 
present situation is and what Gibraltars may have to be stormed in 
some localities before the subject teacher takes his honoured place as 
the educator of small children. Lest you apprehend that all these 
remarks are going to be hopelessly impracticable, let me promise you 
that I will conclude with a proposal for an institute operable in 1966. 
To arrive at immediately practicable proposals, though (and to douse 
any temptation to rest content with what we can now improvise), I 
must first develop the conception of what is required of the critic in 
the classroom. The entire curriculum reform movement in the elemen-
tary schools is not going to be able to make further decisive progres s 
without the entry into the classrooms of teachers who are masters of 
what they teach. 
I hold with Bruner that if a subject is theoretically coherent it 
can be reduced to principles which can be taught to the youngest child--
but the demands this makes on the teacher are extraordinary by today's 
standards. If the elementary teacher could meet his pupil's demands 
in all subjects, he would be the last of the Great Encyclopedists. I 
assume that we are all familiar with the conception of the spiral curric-
ulum as developed by Bruner for our time (it is really older than Plato). 
Not too much is known yet about the structuring of literary criticism 
in the elementary clas sroom. There is a lot of raw experience to be 
gathered and digested. (My subsequent proposal for an institute will 
incorporate the idea of a workshop.) 
But it should be clear to all of us that the child I s literary experi-
ences will only be structured with competence by one who has mastered 
at least the rudiments of the discipline of literary criticism. By this 
I do not mean a person has mastered a certain rhetoric of conclusions 
to regurgitate on examinations, but one who has learned to think as a 
critic. 
1 "Design for Learning" (original mimeographed report), page VII. 
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Need we be detained by the illusion that the critic--in the class-
room or anywhere else- -is one who merely grades literature? The 
following description of the true role of the critic applies fully to the 
critic in the grade 1 clas sroom: 
The critic's function is to interpret every work of literature 
in the light of all the literature he knows, to keep constantly 
struggling to under stand what literature as a whole is about. 
Literature as a whole is not an aggregate of exhibits with red 
and blue ribbons attached to them, like a cat-show, but the 
range of articulate human imagination as it extends from the 
height of imaginative heaven to the depth of imaginative hell. 
Literature is a human apocalypse, man's revelation to man, 
and criticism is not a body of adjudications, but the awareness 
of that revelation, the last judgment of mankind. 2 
The teacher of literature to children should therefore have an honours 
degree in English, or a very good major. The university courses I would 
consider requisite include the following: 
2 
FIRST GROUP 
This comprises the core of the programme, as follows: 
a. A comprehensive survey course in English literature. 
b. Courses in Biblic literature, Anglo-Saxon including 
Beowulf, Chaucer and other Middle English writers, 
Shakespeare, Milton. 
c. A series of options covering the development of literature 
from Defoe's time to the present day. 
d. Contemporary literature. 
e. "United States" literature. 
SECOND GROUP 
To place the study of literary criticism in its proper context, 
the student should acquire some mastery of a modern 
language, of one of the other subjects than literature which 
are also built out of words (such as history or philosophy or 
one of the social sciences), and a knowledge of One or more 
Frye, Northrop, The Educated Imagination, Toronto: Canadian Broad-
casting Corporation, p. 44. 
185 
of the arts other than literature (a survey course in the 
fine arts might do). 
THIRD GROUP 
This comprises studies which, though ancillary to the above, 
would be exceptionally valuable in the special education of 
the teacher of literature to children: 
a. Of particular importance, a course in the Greek and 
Roman classics. If this can be accompanied by a study 
of Greek and Latin so much the better; (I can dream). 
b. A course in creative writing. 
c. A study in the myths of the original. inhabitants of the 
area where the teacher will teach. 
d. Studies in the myths and folk literature of Black Africa 
and Black America. 
e. A sociological study of the mas s media. 
f. One or more courses in children's literature. 
You will notice I placed the study of children's literature last. This is 
not because it is not of very great help to the teacher, but because the 
teacher is best equipped to study this field on the basis of an overall 
view of English literature. This will provide the basis for a critical, 
rather than a sentimental, approach to the study of children's litera-
ture, and make the study potent. There are certain presumably 
obvious dangers in doing things the other way round. 
I have produced a dream teacher. Perhaps this is a dream that 
has already, here and there, begun to come true. Certainly it is a 
dream that is going to have come true on an early tomorrow if the 
teaching of literature is going to be transformed at the base of a child's 
learning experiences in school where the transformation has optimum 
effect. (The "Critical Years Hypothesis" is now well enough sub-
stantiated.) But what can you do in a six-week institute? 
To answer that question I have two points to make. One concerns 
the conception of the teacher who will attend. The other concerns the 
conception of what they will teach. Out of these two conceptions I 
will draw a conception of an institute as a workshop. First, consider 
the teacher who will attend. He may carry his birthmark of a kind of 
teacher training which did not require him to be the master of any 
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subject. Even so, if we consider him m.erely as a technician who will 
regurgitate pre-fabricated criticism., we are beat before we start. 
The experience with m.athem.atics illustrates the point, for the 
transform.ation we seek in literature is com.parable to that sought in 
m.athem.atics (and at least as necessary). In those classroom.s where 
there is a revolution in m.athem.atics it is a revolution that began inside 
the head of the teacher. That teacher began to think as a m.athem.atician 
should think. There are other classroom.s where there is the appear-
ance of a m.athem.atics program.m.e, but the product is spurious. 
I have experience with teachers who have sweated through six-
week sum.m.er courses and followed them. up with winter-long in-service 
courses, but who still cannot guide a class to discover by algebra the 
way to m.ultiply fractions. They end up, despite a collection of pretenses 
to them.selves and others, with the old seem.ingly simple m.ethod of 
telling the children that you m.ultiply the two num.erators together and 
m.ultiply the two denom.inators together and you get your product. It 
works, doesn't it? Anyway, it seem.s to work--but no m.athem.atics has 
been m.astered. Worse, dam.age m.ay have been done to the child's m.ind. 
With all credit to those who try, and with full recognition that m.ost 
difficult transform.ations are imperfectly wrought, it m.ust be said that 
a m.ajor responsibility for these weaknesses where they exist rests with 
those who tended to ignore teaching m.athem.atics to teachers. They 
placed the em.phasis on telling teachers what to teach to children and how 
to teach it. As one antidote to this m.alady, the m.agazine I edit has been 
able to publish a long series of brilliant study articles by a m.athem.atician 
explaining the m.athem.atical theory underlying what the teacher is re-
quired to teach. This is not m.athem.atics for children, not how to teach 
m.athem.atics; it is m.athem.atics for teachers. 
Perhaps the experience allows us to add a corollary to Bruner: 
If a subject is theoretically coherent it can be reduced to principles 
which can be taught to any teacher. (This, by the way, m.ay be harder 
than teaching these principles to a child who does not have to unlearn what 
a teacher m.ight have to unlearn. ) 
The point m.ay be m.ore visible in a subject like m.athem.atics but the 
pitfalls in literature are every bit as deadly--perhaps m.ore deadly because 
less obvious in a subject where a welter of subjective value-judgm.ents 
has often taken the place of criticism.. The point is that the m.ain problem. 
of the institute is how to create a revolution in the thinking of the teacher 
so that he m.ay start to practise criticism. in the classroom.. (This re-
quires confidence in the intellectual and philosophical abilities of the 
teacher. This observation is inserted for a good reason. ) 
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Now let us consider what the teacher will teach. I have said 
that not too much is known yet about structuring the literary experi-
ences of the child. Frye has pointed out that this is chiefly due to 
some confusion in contemporary critical theory. 
In fact, he develops the argument that "the problems of literary 
criticism and literary education are inseparable. ,,3 In the same passage 
he mentions his search over the years for "the co-ordinating principles 
that would make it pos sible for a student of literature to be trained in 
criticism as well as in scholarship. " 
It is not pos sible in this paper to even summarize, let alone 
argue, the results of that quest. To state its direction, though, is to 
indicate its exceptional importance as an approach to be considered in 
preparing the education of teachers to teach literature to children. 
Forgive me for quoting again; Frye refers to the growing body of know-
ledge about literature and says: 
•.• it is this body of knowledge which constitutes criticism 
as such, and not the direct experience of literature. It is 
knowledge that connects one experience with another, corrects 
false impressions and inadequacies, and makes possible that 
progression and sequence in experience without which there 
could be no such thing as criticism . . . • The presence of 
criticism as a body of knowledge democratizes literature: 
it provides for literature an educational discipline, something 
that can be taught and learned; it makes literature accessible 
to any student with good will, and prevents it from stagnating 
among groups of mutually unintelligible elites. 
This structure of knowledge is all the more essential in 
criticism, because direct experience, and the intuitions of 
value it brings, cannot be directly communicated. The kind 
of 'dialogue, ' as it is now fashionable to call it, that can be 
established between teacher and student on a basis of experi-
ence and value-judgment alone is not helpful. 4 
In keeping with his studies of structure and his work with the Ontario 
Curriculum Institute and other groups, Frye has evolved a theory of 
what should be taught to children. At the risk of over-simplification, 
I will attempt to summarize one or two of the basic points which offer 
a plausible frame of reference for the work of an institute: 
3 Northrop Frye, The Well-Tempered Critic, Bloomington: Indiana 
Indiana University Press, 1963, p. 15. 
4 The Well Tempered Critic, pp. 134-135. 
-- ---
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1. The study of the Bible as literature should be taught early and 
taught thoroughly. (I personally would say, from the beginning of the 
child's school experience.) This first point is the most difficult point 
since people often get it confused with religious instruction, which is 
something completely different. What is meant, from a critical stand-
point, is the study of the Bible as the full statement of the great control-
ling myth of our literature, of man's loss of innocence, of his loss of 
identity with nature, and his hope of recovering that state. It is the total 
shape of the work that is important. This grasp, this sure foundation for 
all subsequent study of literature, is not acquired in a day. I believe 
the Bible as literature has to be studied for many years. 
That this study is a key to understanding an unnumbered host of 
allusions that saturate our literature would alone justify it. So would 
the monumental effect on the child's language development of assimilating 
the classical writing of the King James Version. 
But the principal reason for the study is that the informing myth 
of the Bible embraces all human experience, and as such its study forms 
a chief and indispensable foundation for future studies. 
(In my opinion it is only when we start to examine this kind of 
proposition that we start to leave the realm of a casual or random 
approach and enter the realm of structure. ) 
2. This should be followed by a teaching of the classics of Greek 
and Roman mythology and romance (which are more fragmentary than 
the Bible but more explicit in their statement of the role of the hero). 
On these first two points stand all the others, for myth is a 
structural principle of story-telling. (From my experience I would add 
to this the teaching of principal myths and epics of other peoples, in-
cluding those indigenous to our own localities.) 
3. All the poetry that can be got into the classroom hours should 
be taught, with particular attention to the physical experience of the 
rhythm. Poetry, the most natural form of speech, is at the heart of 
literature. We work outwards from it to prose. 
4. Romance and comedy are more suitable for children in the 
elementary school than irony and tragedy. (I personally would add a 
caution against interpreting this too mechanically.) 
5. The pupil has to be taught the art of listening to the story as 
a whole. This is basic training for the imagination. There are many 
people who as long as they live never grasp the distinction between im-
aginative and discursive writing. Looking for the moral {a form of 
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literary sabotage practised in classrooms without number) has to be 
replaced by reacting to the structure. Accompanying learning to 
listen to stories is learning to write them. 
Here is an elemental basis for a new attack in the classroom, 
and for a working programme for an institute. I personally am in-
clined to think it is the basis for the same type of transformation in 
literature which has occurred in mathematics. Whether this would be 
agreed or not, I hope it might be agreed that it is sufficiently promising 
to put it to the test. I submit that whatever programme is evolved is 
experimental at this stage. 
I have considered above (1) what is in the mind of the teacher and 
(2) what he should be required to teach. From these dual considera-
tions springs the conception of an institute which will be a workshop 
and seminar. Taking part should be pupils, teachers, education 
specialists, specialists in children's literature, and advanced critics 
and scholars. 
The mode of the workshop would be that of an exploration taken 
together, testing in practice the structuring of the literary experiences 
of children--and testing critical principles against that classroom 
experience. The advanced critics will gain new insights. The teachers 
will learn more from being taken into full partnership in this enter-
prise than they could in any other way. 
Here is a scheme of components of such an institute: 
1. Working teams of teachers, specialists and critics prepare 
lessons. The teacher as the practitioner does the actual preparation. 
The others are consultants. The teacher teaches the lesson. The 
institute then convenes a discussion session to evaluate the lesson, and 
to hear a thorough critical presentation and discussion on the next 
day's lesson topic. It would be good for the specialists and critics to 
take part in the teaching, either through a team teaching approach or 
other methods, but the main brunt of the practice teaching should be 
borne by classroom teachers. The practice is primarily (though not 
only) for them. 
Lessons to be taught should include: 
a. Bible stories: e. g., Moses found in the bulrushes, the 
deliverance of the Israelites, Joseph's coat of many colours, 
Jonah and the whale, David and Goliath, the nativity stories, 
Daniel and the lion, Shadrach, Meshak and Abednego, the 
child Jesus, and so on. 
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b. Greek m.yths and epics. Here interesting com.parisons can be 
m.ade between lessons based on Hawthorne's Wonder Book, 
Kingsley's Heroes, Padraic Colwn's Golden Fleece and 
Bullfinch's Book of Myths. 
c. It would be useful to go further with epic. Beowulf in Sutcliff's 
version and ~ His Own Might by Hosford offer a basis for 
com.parison. Such other epics as the Norse Sigurd m.ight be 
considered too. 
d. There should be a lesson or two based on m.yths and legends of 
the original local inhabitants. 
In all of the above lessons, as well as those that follow, em.phasis 
should be placed on grasping the m.ythic structure and central archetypes 
of literature. Basic critical principles are involved. To those who 
m.ight think this indicates bias in favour of a particular critical school 
I can only plead for recognition that at least the principles involved are 
of particular value in criticism. for children. 
Here is the second series of lessons that should be taught: 
e. A series of m.any lessons on poetry ranging from. Mother 
Goose through A Child's Garden of Verses and others. 
(Unterm.eyer's anthology is an arsenal, though som.ewhat one-
sided. ) 
f. A series based on the introduction of such classics as a 
com.m.ittee m.ight decide illustrate m.ain points under exmina-
tion in the institute, clas sics such as Pinnochio, Winnie the 
Pooh, Andersen's fairy tales, or Tom. Sawyer. 
The preparation and evaluation of lessons taught to young pupils 
will fructify the institute's studies for teachers and academ.ics alike. (For 
the academ.ics the institute would becom.e in part a laboratory for the 
testing of critical principles.) 
2. A survey course on literary criticism., occupying a daily hour 
of class tim.e, plus assignm.ents. Included would be such elem.ents as 
som.e theories of criticism., elem.ents of fiction, point of view, allegory 
and sym.bolism., style, narrative and lyric poetry, figurative language 
with all that is entailed under this heading, rom.ance, irony, com.edy, 
tragedy, elem.ents of dram.a, and a special lecture in an extended session 
on archetypes. To be severely practical I suggest a text which covers 
the field (except on archetypes) with a com.petence few could criticize: 
An Introduction to Literature, by Barnet, Berm.an and Burto. 
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3. Perhaps illOSt important, a daily seminar designed to give 
the teacher a ITluch more profound theoretical basis and motivation 
for embarking on the continuing study and practice of literary criticism. 
Everybody here will recognize what a great, big, fat illusion it 
would be to imagine that a six-week institute can manufacture a teacher 
fully competent to teach literature. But if we were not careful we 
could provide a new illustration of the old saying that a little knowledge 
is a dangerous thing. 
The essential victory of the institute must be to enable the teacher 
to achieve a revolution in his own conceptions of literature, of literature's 
role in society, and of his own role as critic. The birth of this new 
outlook can be as painful and difficult as any other birth, and the 
triUITlph as joyful. I propose the seminar as the theatre of this trans-
formation. 
Once the teacher understands how and why literature constantly 
constructs a vision of what our world can be (as opposed to what it is); 
once he understands how literature fosters the ability to distinguish 
between illusion and reality; once he understands how mob rule 
threatens us if the automatic gabble we hear on all sides becomes the 
predominant language of society; once he understands how literature 
rescues us from this fate, the fate of men who build a tower of Babel; 
once he has estimated what part criticism has to play in creating not 
merely an affluent but a civilized society; once he has had a considered 
view of the reliance man has placed in literature in each of the stages 
of his long quest for Paradise; once he has glimpsed the sweep of 
evolution of the forms of literature and the needs of man that these 
forms together meet; once he has discovered that the common language 
of man is the language of literature; once he has understood his role 
in determining whether the child has an ill-trained or a well-educated 
imagination; once a series of such root revelations have exploded 
inside his mind--then the institute has started a process which cannot 
be stopped. 
The teacher will set his foot on the path of the critic. To the 
end of his teaching days he may want to deepen his own education, to 
strive for mastery of the whole body of literature so that he may relate 
his pupils' experience s to it. 
As he subsequently studies, so will he teach. As has happened 
in mathematics, teachers and pupils will be learning simultaneously 
and often together. Nothing to be sorry about in that. 
If again I recommend a book it is not this time out of a desire 
to be severely practical. It is because I know of no other work designed 
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precisely to bring about understandings of the order of those I have 
mentioned. 
The book is a slender paper-back, The Educated hna,gination. Its 
six chapters were originally six lectures by Northrop Frye on the 
Canadian Broadcasting Corporation radio network. Each chapter offers 
the basis for a week's discussions in the seminar I have proposed for 
the institute. 
I am not apologizing for proposing this specific book because it 
is essentially a compact fusion of what man now knows about literature 
with a fundamental consideration of how to teach it. 
This makes it one of the decade's summit works on education. 
Fortunate will be the teachers who can grapple with it in seminar. 
Such is my proposal for an institute which should find out more 
than we know about "teaching literature." It should itself make dis-
coveries in the process of teachers learning the theory and classroom 
practice of criticism. In such an institute, pupils, teachers and academics 
engage in a joint search for solutions to problems we have only begun 
delineate. 
I cannot leave this argument of The Educated hnagination without 
noting that the precision of the latter's 68 pages is motivated by the 
passion we require to accomplish a literary renaissance in the classroom. 
I did say, "Renaissance, "and I did choose the word with care. 
Reflect only that three elementary school pupils were saturated with the 
Bible and the Classics: Chaucer, Shakespeare and Milton. 
I did say "passion" and I tried to use the word precisely in at least 
one of its senses. For we are passionate humanists who seek this 
renais sance. 
But lest I be misunderstood, let me return to a point made at the 
outset: "What inspires a good teacher is a clarified view of his own subject. " 
Perhaps nowhere more than on this continent do men need more to 
hear what the imagination can tell them if they allow it to be educated 
by the literature created not by men here or men there but by Man. And 
that is not alone an academic question. 
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INSTITUTES IN LITERATURE FOR 
ELEMENTARY TEACHERS 
The following proposals assume an institute devoted primarily 
to literature, considering literature as the core of language arts 
instruction in the elementary school. 
Outline Proposals for Summer Institutes 
from the Literi'ture Committee 
1. Section on preliminaries 
A. The audience 
We identified four kinds of institute participants and it is our 
wish that the proposals presented here be adaptable with some 
modification to all four. We felt, however, that it was neces-
sary to keep in mind the largest audience, which, with indivi-
dual modifications from institutions, is the likely one that most 
institutes will be directed towards. We were especially mindful, 
then, in developing these proposals, of those t.eachers who had 
had little or no formal experience with literature other than two 
semesters of Freshman English, a course of a very general 
sort in literature, some work in related areas like composition 
and reading, and a course in children's literature. 
1. The group of teachers who have had little or no experi-
ence in literature. 
2. The group of teachers with some or perhaps a consid-
erable amount of training in conventional programs of liter-
ature for secondary or general A. B. majors. 
3. The person who might have the kind of background that 
is indicated under (2) but who would in any event have been 
trained to use the lecture-discussion approach and would 
need retraining for teaching literature in the elementary 
school. 
4. This general rubric includes special kinds of teacher-
related persons such as elementary supervisors, teachers 
of deprived children, college teachers who need special 
training in order to become teachers of institutes, and 
teachers of children's literature to teachers in institutes. 
a. We feel that it is necessary at this point to indicate 
clearly that there is a need first of all for specialized 
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institutes in various phases of English especially em-
phasizing literature for supervisors and teachers of the 
deprived so that deprived children may gain a firm 
footing in the great tradition. 
b. The second group that we discerned (elementary 
teachers and persons with special competencies in the 
elementary were most emphatic here) are college teach-
ers of teachers in institutes and college teachers of 
children's literature who need special work in a variety 
of areas not necessarily covered in detail in the subse-
quent suggestions in this document. 
B. Some general suggestions about preliminary programs needs. 
1. A definition of children's literature needs to be clearly 
in mind at the outset of any program planning (Appendix A, 
statement of Virginia Reid). 
a. The experience of literature 
The committee was anxious to make it clear that what is 
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experienced in the kind of programs envisioned here is 
literature, that is, literary works themselves. What is 
studied is literary criticism. 
b. Literary criticism 
The committee is agreed that through literary criticism 
one gets at the experiencing of literature and makes it 
illuminating by various means that are a part of the gen-
eral subject of literary criticism in its more practical 
applications. 
c. "Instruct and delight" 
The committee adapted this well-worn phrase from 
Mickleburgh's talk in order to remind ourselves and 
others that literature can instruct in the nature of ex-
perience- -we are not speaking of instruction in a mor-
alistic sense--and an aspect of this instruction is the 
delight of discovery, the shock of recognition, the dis-
cernment of one's self in relationship to other selves. 
2. "Methods" (See discussion by Eileen Tway in Appendix B). 
3. The role of the arts of picture, dance, music, and espe-
cially the illustrated book (see discussion by Doris Kuhn in 
Appendix C). 
The committee felt very strongly that to talk of literature 
without a continual relationship of it to other art forms was 
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to talk in a vacuum. We wish to emphasize at this point 
(in the kinds of paradigms we are developing there is no 
other place for such emphasis) that any discussion of lit-
erature which does not involve some or many of the other 
arts and does not provide a plastic experience with the arts 
is likely to be considerably less than a successful experi-
ence with literature. 
4. The committee wished to emphasize the need for a 
specific and well-defined curriculum in literature in the 
elementary school. It was the general feeling that too 
often literature is the last thing one does in the elementary 
classroom and that unless the literature program, no matter 
how brief or how long, is carefully organized into a variety 
of sequential experiences throughout the elementary years 
the encounter is likely to be an insignificant one. 
c. The library and the elementary school literary program 
(see discussion by Mark Taylor in Appendix D). 
1. We have already referred to the definition of children's 
literature as worked out in some detail in Virginia Reid's 
appendix to this document. Here we wish to emphasize that 
literature for children is that good literature written by 
authors with highly developed esthetic skills. Children's 
literature is not only literature written specifically for 
children, then, but also general literature which is adapt-
able to the special interests of children, in part or in whole. 
2. Keeping up wi th new books. 
a. The task of keeping up with new books is probably 
beyond even the most assiduous elementary teacher, 
who will have enough to do to keep herself well acquainted 
with the older books for children. 
b. A corollary is that the person whose professional 
responsibility it is to keep up with new books is the 
librarian, and elementary teachers need to develop 
close relationships with librarians and need to have 
librarians in larger elementary schools to keep track 
of interesting new books and to get them (even more 
important) in the libraries for their use. 
3. The establishment of elementary school libraries. It 
was the committee's feeling that elementary school libraries 
should be given an extra push by institutes in various ways. 
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Librarians can be asked to provide lists of suitable books. 
Institutes can form basic collections for frequent and easy 
consultation of teachers, and the possibility of travelling 
collections might be explored for remoter areas and smaller 
schools. 
D. Problems of physical and psychological maturation (see 
statement of Ned Hedges, Appendix E). 
1. The names of Piaget, Hunt, and Bruner are mentioned 
here simply as guidepoints for the teachers to start looking 
from. 
2. It was emphasized by Joe Hunt that there is a lack of 
precise knowledge as to the order of events in which literary 
experiences might occur to children. Since there is a lack 
of precise knowledge about exactly how literature should 
occur to children or in what order, some points need to be 
kept in mind. 
a. A teacher should avoid any kind of rigidity in her 
approach to any individual in her classroom. 
b. It is an old point to call teaching an "art. II But per-
haps the need for artfulnes s from the teacher may be 
emphasized by a full recognition of this lack of know-
ledge of the developmental aspects of the children's 
understanding or capacity for understanding literature 
and the modes through which literature operates such 
as metaphor, irony, etc. 
c. The need for a demonstration class as an aspect of 
most institutes would seem to be more pressing than the 
committee first thought, as assertions of institute teachers 
and ideas of institute participants need immediate test-
ing places to determine whether or not they are viable. 
Joe Hunt emphasized that the two determinants of some 
developmental growth in the mind are the evidences of 
interest and surprise. It was also suggested that child-
ren can be interested and surprised by variety in sen-
sory experience: to see the puppet show of Punch and 
Judy, to read about such puppet shows, and to handle 
the puppets and to construct puppets. All of these ex-
periences which can be extended in various directions 
limited only by the ingenuity of teachers would be help-
ful in enlarging the dimensions of sensory experience. 
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d. Finally, since the teacher must be so flexible, it 
suggests any teacher must be unshockab1e--at least 
in the obvious sense of that word. Hunt emphasized 
that pre-schoo1ers and kindergarten children are de-
lighted by things that often shock adults. Teachers of 
disadvantaged children often speak in ways that are 
considered coarse or vulgar to middle-class minds. 
The teacher then must avoid being miminy-piminy. 
E. Varying time schedules for institutes. 
1. The usual institute may continue to be six or eight weeks 
long; however, participants in this planning committee felt 
that there is nothing inviolable about six to eight weeks and, 
indeed, many felt that more experimental patterns might be 
undertaken. 
2. Another kind of pattern of use for an institute might be 
a weekly seminar conducted during the school year and 
accessible to selected teachers. 
3. An even more intensive as well as longer approach 
was suggested by several planners: an institute two summers 
long with occasional seminars during the year might be 
the best way not only of getting specia11earning about lit-
erature started but also of observing it in practice and 
correcting it with a more intensive approach to special 
areas of need in the second summer. To the question 
raised as to whether or not the government would support 
these, the answer was given that up until now the govern-
ment has not been backward about supporting any proposal 
that it felt was well-staffed, well-planned, and philosophi-
cally relevant. 
F. Various ways of working with teachers invited to participate 
in institutions. 
Here members of the committee, especially those who had direct 
experience as elementary teachers or in work with elementary 
teachers, felt that some very important points needed to be kept 
in mind. 
1. There should be opportunities in any institute for self-
exploration and for proper motivation since institute par-
ticipants are usually experienced teachers and ought to be 
allowed to partake very directly in their own process of 
education and ought to be entrusted with some of the task 
and the dignity that attaches to the task. 
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2. Need for time. Most planning participants agreed that 
institutes tended to overload the time of teachers in institutes 
with directed activities that they were expected to partici-
pate actively in. Again and again the assertion was made 
that teachers simply need time to look about, and perhaps 
this is best summed up in the succinct phrase of one of the 
planners: the need for a "Thinking Thursday. " 
3. The "Match. " 
Joe Hunt emphasized that the psychological concept of the 
match, that is, finding that moment when a particular teacher-
student is ready to learn a particular thing, is more impor-
tant than any lock- step planning; and scheduling should be 
flexible enough so that this matching in the special sense 
defined here can occur at various points for various persons. 
Hunt also emphasized that to the extent that instruction is 
individualized (freer and less lock-stepped) more individuals 
have an opportunity to develop, and he pointed out again and 
again that this development can occur at any age; it is not 
simply a phenomenon of the development of elementary school 
age children but can also be observed in adults. 
4. It is necessary that the institute staff respect the teach-
er participants as the participants do the staff. Both are 
partners in a noble enterprise which should be shared on an 
equal basis, regardless of differences in amount or kind of 
education or immediate concerns of that sort. One institute 
deliberately encouraged the use of first names between staff 
and participants in order to break down the barriers that 
tend to be created otherwise, for getting back to Hunt's ideas, 
it is when barriers are broken down that learning occurs at 
its maximum rate. 
G. The teaching staff for literature institutes. 
The committee felt that it wished to include a discussion of teach-
ing staff so that certain emphases could be brought up that might 
otherwise be overlooked in the discussion of two kinds of insti-
tutes that follows this introduction. 
1. A variety of specialists should be available as consul-
tants, occasional teachers of seminars, and in other ways 
devised by the ingenuity of planners so that the institute ex-
perience should not be too limited. It was felt that special-
ists in literature tend to look at their discipline too narrowly; 
information about learning processes, brought to the plan-
ning group by a psychologist at this meeting, can perhaps 
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serve to emphasize some of the needs that might be men-
tioned here. Other specialists that might be consulted or 
invited to participate in various ways are librarians with 
special information about children's literature, and out-
standingly successful classroom teachers. 
2. The philosophical commitment of the teaching staff in 
an institute for elementary teachers is especially important. 
Teachers on the staff should undertake the enterprise in a 
spirit of great interest and of willingness to participate in 
all of the activities, not just on a part-time, occasional 
classroom basis; for just as the teachers in the institute 
need to participate fully so do the staff members {perhaps 
in this area more than in any other, literature specialists 
have a great deal to learn}. Especially important is their 
observation of demonstration classes, of the development 
of special lessons and related matters. 
II. Institute Proposals 
1 
A. The first institute described here is conceived as a workshop 
designed to integrate the study of literary criticism and explora-
tion of teaching of literary criticism. 1 
The es sence of this workshop is that it is an exploration 
taken together. Taking part should be pupils, teachers, educa-
tion specialists, specialists in children's literature, and ad-
vanced critics and scholars. 
The workshop would test in practice the structuring of the 
literary experiences of children; teacher s would experiment 
with the practice of criticism in the institute's classrooms with 
representative groups of pupils. The advanced critics working 
in the institute will gain new insights. The teachers will learn 
more from being taken into full partnership in this enterprise 
than they could in any other way. Together, the teachers, 
education specialists, specialists in children's literature and 
the advanced critics and scholars would form a collegium. 
The morning opens with a lesson taught by a teacher to a 
class {eight pupils would be about the right number for the class}. 
This is essentially a modification of the program proposed by 
Mickleburgh in his position paper. Vide supra. 
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In launching this series of almost daily lessons, care must be 
devoted to creating the setting of experiment in which the teacher 
can work without the inhibitions that otherwise might attend 
teaching in a goldfish bowl. It must be completely clear from 
. the outset that these are not demonstration lessons but experi-
mental lessons. The teachers who make a mistake, including 
the teachers whose lessons Icome apart, I will make at least as 
vital a contribution as those who manage to teach a stunning lesson. 
The institute I s classroom is a real life classroom, not a fan-
tasy. 
After a lesson, the colleagues all meet for an evaluation 
session to search out the strong points and positive experience. 
If the teacher is self- critical or puzzled and seeks guidance over 
something that happened, problems of the lesson may be analyzed 
by any teacher, specialist or academic who has something posi-
tive to contribute. But we must remember with these profession-
al practitioners the dictum we urge upon them to guide them in 
their work with children: don't crush the life out of these sensi-
tive explorations by negative criticism. Everybody is there to 
help everybody else. The teacher has made the biggest contri-
bution by teaching the lesson for the others to learn from his 
experience. 
Following a short intermission, the collegium reconvenes to 
hear a presentation by an advanced critic on a piece which is to 
be the basis of a subsequent lesson, e. g., Vachel Lindsay's 
liThe Moon's the North Wind's Cooky. II Each piece should illus-
trate a point that is being made sometime during the summer in 
the afternoon part of the programme. In the case of this example, 
the critical point might be the magic of metaphor. 
Following the lecture, discussion on the poem, on metaphor, 
on methods should be wide open. Anybody with a special contri-
bution should make it then. This will enrich the preparation to 
teach that lesson by the teacher whose assignment it is, but no-
body will tell him what to do. 2 He is the critic in charge for that 
lesson. In his preparations, he may consult individually with 
any member of the entire collegium, from the school librarian 
2 Lessons to be taught should include Bible stories, Greek myths 
and epics, myths and legends of the original local inhabitants, 
many lessons on poetry and such classics as Pinocchio, Winnie 
the Pooh, and Andersen's Fairy Tales. 
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to the behavioural psychologist to the author of a doctoral dis-
sertation on extended metaphor. The decision to consult is his 
alone. He is not be be badgered by specialists, but helped. 
These sessions of evaluation of and preparation for lessons 
take care of the special discus sion of literature for children. 
They are the bridge between the afternoon's more theoretical 
se ssions and the practice of criticism with children. They 
should be a rich experience for the entire collegium, the occa-
sion for a fruitful cros s-fertilization of ideas. It will be dis-
covered that the children themselves have offered much. This 
will also provide scope for illustration of learning theory with 
a broad spectrum of children and illustrate in practice the 
relevance of stages of development. Teachers choose their 
topics and methods in accordance with their own strengths and 
curiosities. The same piece might be examined by two or more 
teachers in different ways (e. g., three ten-minute lessons to 
different groups on "The Moon's the North Wind's Cooky"). 
It would be good for the specialists and advanced critics to 
take part in the teaching, either through a team teaching approach 
or other methods, but the main brunt of the practice teaching 
should be borne by classroom teachers. The practice is pri-
marily (though not only) for them. To achieve maximum con-
centration on the critical experience in the classroom, teachers 
should teach pupils of the same age groups and socio-economic 
backgrounds they normally teach. 
Such a heavy load is placed on such an institute that several 
things always have to be accomplished simultaneously. This 
institute does that throughout. Tendencies to fragmentation 
must be shunned. 
The afternoon sessions comprise two parts: 
First, there is a daily one-hour lecture and discussion. 
This is a survey course on literary criticism with its illustra-
tions drawn from the whole field of literature. It includes 
assignments. Included would be such elements as some theories 
of criticism, elements of fiction, point of view, allegory and 
symbolism, style, narrative and lyric poetry, figurative lan-
guage with all that is entailed under this heading, romance, 
irony, comedy, tragedy, elements of drama, and a special 
lecture in an extended session on archetypes. {Suggested text: 
An Introduction to Literature, by Barnet, Berman and Burto 
(Little, Browri7-;;~ any equally competent and compact equiva-
lent.) The purpose of this course is to ensure critical literacy 
and communication. 
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Second, and crucial to the lasting and profound impact of the 
institute, is a daily one-hour seminar that terminates the organ-
ized day. A competent critic of the broadest inter-disciplinary 
range, well- schooled in philosophy and skilled in group discus sion, 
. would be the ideal person to conduct this seminar. Team-work 
might have to be a resort. 
The purpose of the seminar is to enable the teacher to achieve 
a transformation in his own conceptions of literature, of litera-
ture's role in society, and of his own role as critic. The result 
should be that to the end of his days he strives for mastery of the 
whole body of literature so that he may relate his pupils' experi-
ence to it. 
Suggested text as basis for discussion (five sessions to each 
of its six chapters): The Educated Imagination, by Northrop Frye 
(Toronto: Canadian Broadcasting Corporation, 1964). This book 
was written precisely to bring about such transformations in the 
mind of the person not schooled as a critic. In fact, it was ad-
dressed to a lay audience. The rhetoric, content and length are 
exactly right. Any other book that would meet these stipulations 
could be used--but remember, we are dealing with philosophy 
too (or perhaps even essentially). 
A further note on the seminar: since central to its discus-
sions will be a fusion of what man now knows about criticism with 
the application of critical theory in the classroom, this is the 
place where curricular considerations should be examined. Here 
are five such considerations: (1) The Bible as literature should 
be taught early and thoroughly (this is not religion). (2) This 
should be followed by a teaching of the Greek and Roman classics 
(and perhaps some of the principal myths and epics of other 
peoples, including indigenous peoples). (3) All the poetry that 
can be got into the classroom should be taught, with particular 
attention to the physical experience of the rhythm. We work 
outwards from poetry to prose. (4) Romance and comedy are 
more suitable for elementary children than irony and tragedy. 
(5) The pupil has to be taught the art of listening to the story as 
a whole. This is basic. We don't look for the message, we r-;;:: 
act to the structure. Accompanying learning to listen to stories 
is learning to write them. 
For the seminar discussions (as well as the course) to be 
tested in practice, the lesson topics should be chosen to illus-
trate the above considerations, as well as other facets of the 
seminar and course. 
At the core of the institute is the interaction of theory and 
practice- -criticism in action as exploration. 
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Opportunities for enrichment and independent study would 
be provided on one day of the week. For example, there might 
be participation in choral reading, creative dramatics, story-
telling, poetry reading. Exploration of art in picture books 
might be another activity. Teachers need time to browse in the 
library, becoming aware of new books for children, paperbacks, 
films, recordings. 
B. The committee also discus sed an institute incorporating a 
basic literature course with a practicum devoted to the appli-
cation of literary principles to a consideration of children's 
literature. 
1. Course(s) and critical analysis of literature. 
Any course or courses in critical analysis of literature would 
be focused on an examination of the principles and character-
istics of a variety of genres without necessarily a concen-
tration on "children's literature" as such. The approach 
of the course would be primarily critical. Although not a 
course in children's literature, it would select from the 
great body of literary conventions, patterns, and types, 
those conventions or genres that are most commonly used 
by writers for children. The course should concentrate 
upon the modes: parable, fable, epic (myth), comedy, and 
romance, including both prose and poetry. (But for one 
suggested structure of such a course, and for one suggestion 
of specific content in such a course, see "Analyzing Liter-
ature in the Elementary Institute, " Source Book on English 
Institutes for Elementary Teachers rMLA, NCTE, 19657). 
The methodology to be employed in this course will vary 
according to the instructor and the preparation of the stu-
dents. The instructor may wish, for example, to investi-
gate principal examples of each genre in order to determine 
the basic patterns and conventions characteristically em-
ployed in the genre. Then the investigation may move to 
other examples of the genre in order to reinforce the study 
of specific conventions, and to discover modifications and 
variations of the basic patterns and even perhaps to examine 
other examples of genre which employ quite different pat-
terns and conventions for quite different purposes. The 
study may then move to a consideration of specific children's 
works within the same genre to discover the extent to which 
the children's works employ the same conventions to produce 
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essentially the same kind of literary meaning. 3 (For exam-
ple, the instructor may wish to begin the study of epic with 
the Odyssey, then progress to the study of the Song of Roland, 
Chaucer's "Knight's Tale" and the Faerie Queene in order 
to establish the principal conventions of epic through sever-
alliterary cultures, and then take up a work like The Wind 
in the Willows to investigate the use of epic conventions in 
'i"book ostensibly written for children. ) 
Some instructors might find it more fruitful to use with 
the elementary school teachers a more inductive approach 
to the discovery of the conventions within any particular lit-
erary genre, progressing from the simpler to the more 
difficult. (For example, the instructor may wish to begin 
with what the student already knows--in terms of the dis-
covery' of epic conventions once again, perhaps with the 
Adventures of Huckleberry Finn, Little Tim and the Brave 
Sea Captain, The Wind in the Willows. He could elicit from 
the teachers their understanding of the basic characteristics 
of such books and then read the Odyssey, the Song of Roland, 
etc. Only after having produced the evidence of reading a 
series of works withing the epic genre would the student 
attempt to arrive at any generalizations concerning the con-
ventions and patterns of the genre. ) 
However the organization or method of instruction may 
be handled in such a course, the emphasis should continue to 
be upon a critical analysis of the specific works included in 
the course. 
2. Practicum 
Although the course described in the preceding paragraphs 
and the practicum to be described in the succeeding paragraphs 
may be administratively separate activities, they should not 
be considered as two separate courses of study. The learn-
ing produced from one will necessarily inform the learning 
to be gained from the other. The practicum would retain 
The intention is not reductive; one ought not examine literary 
works to see "how they are all alike and all say the same thing. " 
The course might attend to the generic structure commonly used, 
in various cultures, for communicating literary or "mythic" 
meaning: to the different kinds of figurative or "eidolon" mean-
ing produced by the use of differing symbolic or iconological 
"elements" (to use Thomas' phrase) in similar general generic 
si tua tions. 
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essentially the same approach to literary problems but 
might emphasize in its detail a consideration of children ' s 
literature particularly and of the teacher as critic at work 
in a classroom situation. One kind of activity in the prac-
ticum would involve each student ' s working out of his own 
critical relationship to a specific work of children ' s litera-
ture. After the student has determined his own relationship 
to the work he may then attempt to discover the applications 
of his critical principles to the teaching of the work in a 
classroom. 
The practicum would include a wide variety of acti vi-
ties--for example: demonstrations of classes in session, 
consideration of methods of oral interpretation, lectures 
by permanent and visiting consultants on special topics and 
problems, exhibits and practical demonstrations of audio-
visual and library materials available to the elementary 
school teacher, etc. The practicum should especially de-
vote some attention to the use of literature in the teaching 
of composition and the understanding and manipulation of 
linguistic patterns. 
The committee would like to make some cautionary 
remarks about the organization and the operation of the 
practicum. First of all, all teachers and students in the 
institute should be actively engaged in both the planning and 
the activities of the practicum. Secondly, the practicum 
must be quite carefully structured; but it must be struc-
tured at any specific time with a primary concern for the 
immediate interests of the students and for the immediate 
concern of the literature class. Third, the teaching per-
sonnel of the institute should be readily available at all times 
to provide individual assistance to individual students. 
C. Other kinds of proposals 
1. The broader institute with equal time given to composi-
tion and language or related combinations with literature. 
2. The institute for college teachers of children's literature 
or of literature to elementary teachers. 
3. The institute for elementary supervisors. 
Note: The preceding proposals have assumed an insti-
tute devoted primarily to literature, considering literature 
as the core of language arts instruction in the elementary 
school. The committee on literature of this conference 
recognize s, however, that some institutes may be proposed 
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that would include more than one discipline within the lan-
guage arts (linguistics, rhetoric, speech, reading, litera-
ture). The preceding proposals for literature programs 
could be modified to form part of the concern of an institute. 
The first proposal (workshop format) could perhaps be 
modified and treated as a condensed three-week program, 
constituting the entire institute activity during that three-week 
period. Since the literary study would demand an intensive 
amount of time simply for reading, such a condensation 
would make it necessary to ask institute participants to have 
read prior to the institute many, if not all, of the literary 
selections to be treated during the institute. 
The second proposal could perhaps be modified so as to 
constitute the equivalent of one three-hour credit course to 
be taught throughout the duration of the institute. In either 
case, the workshop-demonstration sessions included in 
nearly any institute would provide sufficient opportunity for 
interdisciplinary combinations as they would coalesce in 
actual classroom practice. 
To anyone with the fortitude to attempt such a compre-
hensive institute: When you "modify" the literature program, 
beware the Jabberwock and shun the frumious Bandersnatch. 
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Appendix A. Virginia Reid: Children's Literature: A Definition: 
It was Anatole France who said, "When you are writing for 
children, do not assume a style for the occasion. Think your 
best and write your best. Let the whole thing live. " 
Children's Literature is then that body of literature which 
"lives" for children: drama, prose and poetry in which they 
fe el involved. 
Such literature mayor may not have been written for child-
ren. For example, a child may see his own experiences mir-
rored in poetry by reading or hearing "A Bird Came Down the 
Walk" by Emily Dickinson, "My Shadow" by Stevenson or "Otto" 
by Gwendolyn Brooks. He may be led to an understanding of 
symbolism and hidden meaning by Christina :Rossetti's "Who 
Has Seen the Wind, " Vachel Lindsay's "The Moon's the North 
Wind's Cooky," John Ciardi's "Rain Sizes" or "The River is 
a Piece of Sky. " 
The theme of being on your own against the elements can be 
communicated through Robinson Crusoe or Island of the Blue 
Dolphins. But some adult literature is not for children-- The 
Children's Hour and Field's Little Boy Blue are two which are 
written about children but are not for children. By the time a 
child is interested in a moral, Aesop's fables qualify as child-
ren's literature. 
Through planned exposure children could and should be 
introduced to some examples of each of the following: 
Picture Books 
Fables 
Folk Tales 
Myths and Legends 
Traditional and Modern Imagina-
ti ve Tal e s for Childr en 
Realistic Fiction 
Biography 
Informational Books 
Drama 
Poetry 
The exact titles could and should differ as each Institute plans 
its own series of concepts to be developed. 
Emily Dickinson has said: 
A word is dead 
When it is said, 
Some say. 
I say it just 
Begins to Live 
That day--
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Someone else has said that poetry was words in their best order. 
Children's Literature then is that body of literature in which 
"words in their best order" will continue to live, to affect and 
enrich the children who are involved. 
Appendix B. Eileen Tway: Methods in a Literary Retraining Program 
The connotation given to the term "methods courses" is such 
that whenever it is mentioned in our committee discussions some 
eyebrows are raised. As a practicing elementary teacher I 
can't separate methods courses and other kinds of courses. I 
think a course in children's literature must involve methods of 
presentation but I cannot see a separate course just called 
"methods." First, we must have a body of content in order to 
give the teacher background knowledge. But along with this back-
ground knowledge the teacher must have some knowledge of ways 
of working with children. These ways of working with children 
could be called methods, and from now on when I discuss methods 
in this paper I will be referring to the kind that are interwoven 
with the content of the course. By methods I don't mean a 
watered-down or very general course in ways of working with 
children which does not relate to something that is entirely being 
done with children. 
Children can be led to discover principles of literary criti-
cism through their own reading and writing. If a teacher knows 
the basic principles of literary criticism and ways to help child-
ren discover them she can capitalize on the children's on-going 
experiences in the clas'sroom. For example, one class may dis-
cover principles of literary criticism through creative writing. 
If the ending of a shared story doesn't satisfy the class the child-
ren may begin to think about the structure of a story. Maybe 
they have never consciously thought about it before. But they 
have made a discovery now that structure is important to a story. 
Another class may make this same discovery when a teacher 
reads Stuart Little to the class. Some children feel that this 
ending is not satisfying, that it doesn't tell enough. They begin 
to think about a story's having a beginning, middle and end be-
cause the structure of this story left them with questions. They 
can even be led to compare it with E. B. White's Charlotte's Web 
in which the ending may seem over-long. Different classes may 
make the discovery of the same literary principle through diff-
erent experiences. The teacher needs to know many possible 
ways of helping children to discover principles before she can 
develop the ways that can work for her. 
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In an institute here are some methods that could be used 
to help teachers know methods that they could use: 
Where possible there could be demonstration classes of 
children having literary experiences; there could also be films 
showing the way in which a master teacher could lead children 
in their discoveries. Experienced teachers could be brought 
in to discuss ways that have worked for them. There may be 
current articles in profes sional magazines that would deal 
with current classroom practices that seem promising. As 
far as discovery goes the teachers may begin to reach back in 
their own experience and share with each other some good things 
that they remember happening. 
Experience with literature should involve all the senses; 
certainly the writing itself in any great piece, of literature will 
deal with all the senses. That is, the author won't just describe 
something visually but will let the reader know something of 
what is heard, felt, maybe even smelled. For children their 
first experience with literature will probably involve listening 
to stories. They will also be looking at pictures in picture books 
very early. In their enthusiasm they may act out the story. We 
shouldn't forget the importance of listening and creative drama-
tics in the classroom. Experiences with literature do not need 
to be confined to the reading of literature. This does not mean 
that the children need to do something extra or special every 
time they read a book. Reading a book can of course be satis-
fying in itself; that is where the teacher needs to take her cues 
from the children. Was there something in a book to lead the 
child to want to extend his experience? What I'm trying to say 
is that there may be something he wants to do about his reading 
other than just experiencing it in his imagination, but this 
should not be forced on him from outside. The teacher will 
have to be sensitive to the particular discoveries that each 
child is making so that she can lead the child to see relation-
ships between the new discoveries and things he has discovered 
in the past. 
I believe that a child should be exposed to all the best in 
literature, but allowed to make his own choices. Then, I do 
not believe that we should rule out of the classroom books that 
are not the best literature. Much can be learned from a critical 
comparison of good books with their less well-written counter-
parts. For example, when children who are able to read both 
are given an original and an adapted version of a classic, they 
will invariably choose the original to read. Also, children who 
have been helped to discover principles of literary criticism 
210 
for themselves will then be able to understand better their re-
actions to books. When children say, "I liked this book. It was 
good, " they will be able to explain why they thought it was good. 
On the other hand, when a child says, "I didn't like this book; 
it was boring, " he will be able to explain why it was boring. 
This ability on the part of children to explain reactions to books 
will help the teacher in her picking up cues to guide her in her 
teaching. 
One year in my own third grade class the children were quite 
excited about the movie "Mary Poppins" as it was coming to 
town; they liked the book. Seeing the movie version of a classic 
might be considered a questionable experience. It might prove 
to be a letdown in that the quality of the movie would not meet 
the quality of the original classic. I decided to try to turn this 
experience into a profitable one by using it as an opportunity 
for critical comparison. The children went to the movie as a 
group with the specific purpose in mind of comparing the movie 
and the book. Taste being an individual thing, the children had 
varying opinions, but the majority of the children preferred the 
book. As one child said, "My imagination is wider than that 
screen." But the criticism never loomed so large that it spoiled 
our enjoyment. We had a marvelous time! We even had a good 
time airing our differences of opinion. The minority opinion 
was certainly respected. 
Teachers need to understand the importance of respecting 
children's opinions. In an atmosphere of acceptance and res-
pect children will be free to express their feelings. Children 
have an instinctive way of knowing things about literature that 
would be very worthwhile for adults to take note of. Teacher s 
should be encouraged to really listen to children. And in sum 
I am saying that the teacher must have a wide background of 
knowledge herself, but she must take her cue from the children 
as to how she will help them to grow in their own knowledge. 
And she must have a wide repertoire of methods from which to 
select when she responds to the cues of her children. This 
makes any program in literature for children a highly individ-
ualized program. 
Appendix C. Doris Kuhn: The Role of Pictures and Illustrations in 
Elementary Reading 
The picture book (picture story book) should be included as 
one important element of study in the literature component of 
an institute. Children respond to the total image; they perceive 
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visual and verbal symbols as a whole. In his Caldecott accept-
ance speech in 1965, Beni Montressor expresses the artist's 
view of this total experience. Teachers need to learn how to 
look at picture books, how artists achieve the total effect; they 
need to see how illustrations create mood, extend meanings, 
add detail, develop characterization et cetera. The illustrated 
book may also be considered. For example, students might 
compare illustrations of Aesop's fables by Artzybasheff and 
the Provensons. 
A literature institute might bring artists as consultants. 
Films such as The Lively Art of Picture Books ~ Robert 
McCloskey would provide a good introduction to the study of 
pictures. 
Subsidiary study of techniques of illustration might be in-
cluded. Teachers should become familiar with such terms as 
wood cut, water color wash, lithograph, color separation. 
Issues raised by Frances Clarke Sayers in her recent article, 
"Walt Disney Accused, " merit discussion. 
Appendix D. Mark Taylor: The Role of Lib~aries and Librarians in 
Institutes ~ Elementary English Language 
Arts 
Whenever and wherever NDEA-sponsored institutes are 
offered in the five areas being considered at this conference, 
great care should be taken to have children's librarians (both 
school and public) participate in the planning sessions and in 
the institute themselves. Printed and audio-visual materials, 
specialized and general bibliographies, exhibits of books and 
book-related displays, provided by librarians, will enhance 
teacher institutes on Elementary English Language Arts. This 
will apply especially to institutes devoted to literature in the 
elementary school curriculum. 
Librarians are not just custodians and dispensers of books: 
in selecting books for collections, providing reading guides for 
children, making bibliographies, and offering other services 
both to children and adults, children's and school librarians are 
evaluators of literature. This presupposes that they have back-
grounds in literature in general and children's literature in 
particular. (Although a distinction must be made between 
children's books and literature for children, both should make 
up some of the materials used and discussed in the institutes. ) 
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Librarians who work with children, through the agencies of 
the library and the school, also have an important contribution 
to make in providing materials and guides for the adults present-
ing and attending the institutes. Indeed, elementary and second-
ary education in this country today cannot adequately take place 
without acknowledging, through support and use, that school 
libraries are at the heart of the teaching program's adequacy 
and success. Printed materials on all levels, on all subjects, 
from all points of view, for children and teachers, are abso-
lutely necessary. It is safe to say that the teaching program 
cannot be any better than the library materials and services 
available to teachers and children, and the intelligent use which 
teachers and children then make of them. This requires excel-
lent school libraries in terms of facilities, collections, and pro-
fessional al1-d clerical personnel --as outlined in the 1960 Stand-
ards published by the American Association of School Librarians. 
Not just school libraries, however, but public libraries, 
are vital to a community's school system and the education of 
its children. Experience over the past 50 years- - studies, sur-
veys--all have made it quite clear that good school libraries and 
public libraries in the same community lead to increased and 
better use of both by teachers and children: each supports and 
abets the other. 
Whenever NDEA-sponsored institutes are being planned, the 
planners should turn to the local public librarian in charge of 
children's services, to the supervisor of school libraries and to 
the school librarian (if such exist), and to the State Library. More 
and more State Libraries now have school and/ or children's con-
sultants on their staffs. State Libraries will do their best, even 
without specialist consultants, to lend materials, provide con-
sultant services, and even participate in the planning and presen-
tation of institutes to which librarians can make a contribution. 
A very important place to turn for resource persons, con-
sultation, and materials and bibliographies, are the two following 
offices of the American Library Association (50 East Huron Street, 
Chicago 11, Illinois): Executive secretary for the Children's 
Services Division, and Executive secretary for the American 
Association of School Libraries. One should also turn to the 
State Library Association (which will usually have equivalent 
di visions). 
Specific aids in choosing books for all ages, reading levels, 
and areas of interest, as well as books about children's books 
and reading, are available from the American Library Associa-
tion, State, and local libraries. Lists are also available, for 
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example, from the Children's Book Council in New York City, 
one such list being "Aids to Choosing Books for Children. " 
One definite contribution which the Literature Committee 
of this conference can make would be a listing of specific and 
typical bibliographies and other aids in selecting and using 
children's literature. It is suggested that some of these lists 
and aids be reproduced and included with the final report of this 
committee. (Also available are lists of materials pertinent to 
the other four areas covered by this conference. ) 
Appendix E. Ned Hedges: The Relationship of Cognitive Theory to 
the Building of a Curriculum 
I think that we must in building a curriculum consider the 
readiness of children to embrace particular literary concepts 
at any particular stage of intellectual development. Actually 
we know very little about these matters, particularly because 
we have not learned to fragment the study of literature into 
convenient parts that can be developed in a sequential pattern. 
The Nebraska Curriculum Program has been able to apply, at 
least in a very general way, some of the findings or theories, 
anyway, of Jerome Bruner and Piaget. This Nebraska Curricu-
lum was formulated in an attempt to develop the literature 
program K-12 according to the "spiral" curriculum theory of 
Bruner, attempting also to place particular concepts within 
the spiral curriculum according to the theories of intellectual 
development in the child as investigated by Piaget. 
For example, in attempting to use Bruner's methodology 
in the development of the concept of the Epic Hero, the Nebraska 
Program has tried to introduce the elementary school student 
to miniature epic heroes in a sequence of literary works for 
children. A first-grade child is not expected to verbalize, or 
even recognize, the epic traits of courage and self-control when 
he reads Little Tim and the Brave Sea Captain. But the program 
intends to structure the child's developing notion of the character-
istics of an epic hero by providing him with an observable ex-
ample of a miniature hero in action in such a book as Little Tim 
and the Brave Sea Captain. Then at a later grade level, perhaps 
third grade, the child may again be exposed to an observable 
example of an epic hero in action in such a book as Winnie the 
Pooh. The child might see another example of an epic hero in 
the fifth grade with Tom Sawyer and again in the sixth grade with 
The Wind in the Willows or King Arthur or Robin Hood. Only 
after the child has been exposed in a spiral reinforcing pattern 
can we expect him to generalize concerning the dominant traits 
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of a hero in literature "like ll epic literature. Thus, the spiral 
nature of a curriculum provides for the introduction of a concept 
at one time, a reintroduction of the concept at a later time and 
again a reinforcement of the concept at an even later time through 
a more sophisticated, more complex treatment. 
The application of Bruner I s cogni ti ve theory to the develop-
ment of curricula is simply (it seems to my oversimplified mind) 
capitalization on the intuitive method spread out over the total of 
a child1s development in literary understanding; although the child 
is not asked to verbalize literary concepts before he is intellec-
tually capable of doing so, neither is he asked to verbalize liter-
ary concepts without having first had a wealth of specific evidence 
to draw upon from a long experience with specified literary works. 
Authors of the Nebraska plan have attempted in the struc-
turing of the introduction to literary concepts at any particular 
level to apply, in so far as limited understanding made it possible, 
the findings of Piaget concerning the stages of intellectual de-
velopment in the child. For example: fables are introduced at 
the first grade or even kindergarten level as appealing to child-
ren. The composition activities in this curriculum are all dir-
ectly related to the literary content of the units. Much of the 
theory of composition is invested in a kind of model writing. 
Certain literary works, chosen to exhibit a very common plot 
pattern, are presented (for example, the hero leaves a secure 
home, journeys into isolation, encounters a monster, overcomes 
the monster through the use of his wits and returns to the secur-
ity of his home--the plot not being presented to children in these 
abstract terms of course); then the students compose stories 
Illike ll this story they have just had read to them (making use of 
flannel board characters to illustrate the sequences of events 
has proved very effective here). 
Now to illustrate the relationship between this kind of 
model writing and the placement of particular activities in terms 
of the child l s intellectual development, consider the writing of 
fables. It was discovered that first, second, and third grade 
children for example could master sequences of events in model 
writing but they were not capable of writing true fables. The 
writing of a fable poses another distinct intellectual problem. 
In order to write a fable, the student must first think in 
terms of abstractions and relationships between abstractions. 
He cannot think in terms of animals and animal characteristics 
and then write a fable that satisfies him. The child must first 
1 
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think of the abstraction, then perceive a means of personifying 
the abstraction. In studying Piaget we discovered that a child 
is not generally capable of working from abstraction to a per-
sonification of the abstraction until a relatively late stage in his 
intellectual development. So, the Nebraska program does not 
ask students to perform this difficult feat until fifth grade level 
at least. 
This brief discussion is not intended to be an explanation 
of the cognitive theory of Jerome Bruner or an explanation of 
the theory of Piaget. It simply attempts to set down an example 
of how such theories can be used to assist the structuring of an 
elementary school literary program. 1 
For further speculations as to the usefulness of cognitive theory 
(as it deals with pre-operational and operational levels in the 
development of children's thinking) to the analysis of literature 
loved by children, d. "Analyzing Literature in the Elementary 
Institute, " cited supra. It should be reported that, in the dis-
cussions of the committee, the following books (aside from Frye's 
The Educated Imagination) came up as significant books having 
to do with literary and artistic experience: Suzanne Langer, 
Philosophy in ~ New Key and Ernst Cassirer, Language and Myth. 
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A PROPOSAL FOR INSTITUTES ON 
PRE-SCHOOL-ELEMENTARY ENGLISH LANGUAGE ARTS 
FOR THE CULTURALLY DEPRIVED 
Submi tted by an Ad Hoc 
Committee on Language 
and Cultural Deprivation 
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As a result of three brief sessions, the Committee proposes that 
eight-week summer institutes be established for nursery and elemen-
tary school teachers and supervisors. 
While recognizing the importance of teaching English as a second 
language, the Committee focused this proposal on the culturally de-
prived. 
An institute program consisting of two major components consti-
tutes a model approved by the Committee. 
I. Component I should be informational with purposes of de-
veloping and refining understandings of the environment of cul-
tural deprivation. Special attention should be directed to the 
psychological and linguistical development and the socio-
anthropological characteristics of culturally deprived children. 
The concepts of degree and type of cultural deprivation should 
be developed in sufficient depth to enable illustration and com-
parison through similarities and differences. 
It was agreed that Component I should be the entire program 
of the institute for the first two weeks with strands extending 
throughout the institute. All institute participants, regardless 
of age-level interests, would share Component I as a common 
foundational experience. 
The activities of participants will be those considered per-
tinent to developing effectively the desired understandings. 
Instructional techniques might well utilize films, observation 
excursions, research reports and resource specialists. 
II. Component II should be devoted to programs for culturally 
deprived children. Each program would include the curriculum, 
methods, materials and assessment evidence pertinent to each 
of the three levels: preschool, primary, and intermediate grades. 
According to the intent of any particular institute, special em-
phasis within the primary and intermediate programs might be 
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made in terms of language and reading, language and composition 
or language and literature. It is presumed that in no case would 
any of these topics be excluded from programs at these levels. 
The learning activities of Component II would usually be of 
three types: 
1. Observation of demonstration classes. 
2. Preparation of strategies, techniques, materials and 
evaluation of instruction. 
3. Try-out teaching experiences with individuals or small 
groups of children. 
Seminar or work-shop groupings by age or .schoollevel 
should provide adequate cohesiveness and direction. 
The personnel involved in conducting an institute of the type en-
visioned in this proposal would include: 
1. A specially-trained cadre of directors with inter-
disciplinary backgrounds. 
2. A group of specialist-consultants representing psycho-
logical and linguistic development, sociology and education. 
3. Demonstration teachers extremely competent in work-
ing with culturally deprived children. 
The Committee recognized several serious problems attendant to 
wide- scale implementation of this proposal. Such problems included 
the following: 
1. There exists a scarcity of well-trained personnel at two 
levels of institute work. 
a. A cadre of personnel conducting an institute should 
represent in-depth training in linguistics, sociology, 
anthropology, psychology of language development and 
children's literature to an extent significantly greater 
than that considered to be desirable for a teacher of 
culturally deprived children. 
It is recommended that to develop these competencies, 
there should be a fellowship program funded at a level 
appropriate to the leadership qualities of the fellows. 
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b. The demonstration teachers used for institute work 
should have, in addition to exceptional teaching ability, 
sufficient socio- anthropological, linguistical and psy-
chological understandings to be able to adopt and demon-
strate materials, techniques and literature appropriate 
for the culturally deprived. 
2. The Committee considered as a serious problem a dearth 
of materials, strategies and techniques that integrate the 
best research evidence from psychology, sociology, anthro-
pology, linguistics, English and educational method. 
It is hoped that responsible representatives of those 
areas will take action to produce cooperatively the kind of 
strategies and materials so badly needed in meeting the 
tremendous tasks of helping the culturally deprived. 
3. The Committee deemed advisable careful considera-
tion of new and different formats for elementary teacher 
re-training programs in the area of the language of cultur-
ally deprived children. Such possibilities as series of 
summer institutes, Saturday institutes, year-long institutes, 
and fellowships were suggested. 
Respectfully submitted by the 
Ad Hoc Committee, consisting 
of: 
Edith M. Patterson 
Joseph McVicker Hunt 
Raven 1. McDavid, Jr. 
Mark Taylor 
Jack E. Kittell, Chairman 
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Appended to this report is a list of persons especially recom-
mended by Dr. Raven McDavid, Jr., as being particularly well quali-
fied to aid in the development of elementary language institutes for 
the culturally deprived: 
Thomas L. Creswell, Portuye, Indiana 
Vernon S. Larsen, SRH, Chicago 
Carolyn H. Larsen, SRH, Chicago 
Sumner Ives, NYU 
H. Rex Wilson, RMC, Kingston, Ontario 
Virginia McDavid, lTC, Chicago 
Roger Shuy, Michigan State 
Lee Pederson, Emory 
Gerald Udell, Mis souri 
W. R. Van Riper, LSU 
James B. McMillan, U.· of Alabama 
Suellen Fisher, 5482 S. Greewood, 
Chicago, Illinois 60615 
THE ARTS OF LANGUAGE 
Owen Thomas 
Department of English 
Indiana University 
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Mr. Slaughter in his opening remarks to the Conference, urged 
us all to "Think Big. II I, for one, was at first disconcerted by what 
seemed to be an emotional appeal to an oversimple cliche. But my 
admiration for the other things he said forced me to reconsider my 
original impression, and I began to understand that he was actually 
urging us to share his vision. He had seen, as most of us- -the 
Ilinsidersll--had not, that beyond the parochialism of our various 
disciplines there was confusion. He was, in short, urging us to 
resolve the larger confusion as the first step to resolving our indi-
vidual problems. 
I then began to think about my own sub-culture of the Language 
Arts, viz., transformational grammar. I was certainly happy within 
this sub-culture; I found complete professional satisfaction in working 
with problems which were, in the final analysis, mostly of interest 
to other transformationalists. Mr. Olson had asked me to address 
the group, but I knew he wanted me to say more than, IIIl m happyll; 
and I also knew that he didnlt invite me just as a Iltoken transforma-
tionalistll who would come one day and then leave the next so that the 
real work of the conference could begin. And while in this confused 
state, I began to listen to the major position papers of the other 
conferees. 
Mr. Iverson, the first speaker, was obviously thinking beyond 
the present situation in his discipline. He recognized that the present 
fragmentation concerning the teaching of reading was debilitating, 
and he proposed that participants in a summer institute should inves-
tigate the reasons for the confusion which the fragmentation causes. 
He also suggested several new possibilities that teachers might want 
to consider. One which struck me as extremely interesting was the 
possibility of using expository prose in basal readers. 
Mr. Brown, in his position paper on speech, seemed to adopt 
the same fundamental position. Specifically, he saw speech as a 
kind of cornerstone to instruction in the Language Arts; that is, 
he took literally the linguistic dictum that, in language, speech is 
primary. I was impressed by his attempt to look beyond the present 
situation in the classroom in the hope of seeing unity. 
Mrs. Saunders, the third speaker, was equally precise. She 
stressed the need for teachers to see beyond the drudgery of the 
writing process to the joy which a writer takes in his product. She 
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urged teachers not to concentrate on the mechanical act of writing, 
particularly not on such things as neatness, but rather to consider 
the philosophy that underlies all forms of composition. 
Finally, to this point in the conference, Mr. Allen stressed the 
kinds of linguistic knowledge that teachers need beyond that which 
they already have. He made the point that is obvious to most of us 
but is overlooked by many of our colleagues, viz., that the things 
which an institute participant learns should not necessarily work their 
way into a lesson plan which teachers can use "at two o'clock on Tues-
day." In other words, much of what an institute participant learns is 
intended to be of help in forming an "attitude" toward the Language 
Arts. 
All of these speakers, in fact, were "thinking big"; they were 
thinking beyond the present situation in the classroo:r;n to the ways in 
which their disciplines might be better understood by teachers and 
better taught to children. 
Listening to these remarks, some of which- -as a parochial lin-
guist--I disagreed with, but most of which seemed to me to be theoret-
ically sound, I became concerned about two things. The first relates 
to my own quite limited experience inside elementary classrooms; 
the second to Mr. Slaughter's opening remarks. And for the first 
time I began to wonder whether our emphasis on the Language Arts 
was wrong; whether, in fact, we should not shift the emphasis to the 
Arts of Language. 
My first concern was with the classroom. On those occasions 
when I have been fortunate enough to serve as a teacher of young child-
ren, I've been amazed, even stunned, by the sheer quantity of work 
which a teacher must accomplish. How can we suggest that she do 
more? Unless we can solve this problem, it seems to me, what we 
at this conference produce can't possibly be useful to most teachers. 
This fact bothered me. The suggestions made by the earlier 
speakers had (with the exception of a few points that I'd enjoy arguing 
about) been good. Children could profit from them. Then I realized 
that this bore directly on my second concern, that--in fact--this was 
exactly what Mr. Slaughter was saying. Let me re-phrase his point 
as I now understand it. 
Given, first, the fact that elementary teachers, in the vast major-
ity of cases, are already overburdened. (Time is not elastic.) And 
given, second, the fact that there is much useful material which 
children are not now getting but which could be profitable to them as 
well as enjoyable for them. Then, what do we do? 
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To put the question another way. Is there a theoretical frame-
work which can encompass the present classroom situation (i.~. , 
permit, at the very least, the teacher to see how the parts are ex-
actly that, parts of a whole) and--at the same time that it encompasses 
the present, can it also provide a direction of growth toward the 
future (as this future has been outlined, in part, by the previous 
speakers)? 
(Obviously, I wouldn't ask myself such a question in public if 
I didn't have a partial answer. ) 
In sum, I think there is a theoretical framework, the same one 
being used by our colleagues in other academic disciplines, the same 
one--in fact--that makes the marvels of the twentieth century possible. 
Specifically, I am referring to the major development in the field 
of Philosophy in this century; symbolic logic; in ,other words, the 
theory of systems. 
Language, above all, is a system, the most complex, extensive, 
and even dazzling system ever developed by man, vastly more com-
plex than even the largest electronic computer. Like all systems, 
however, language can be discussed--as philosophers have shown 
us--according to three major divisions: (1) elements, (2) operations, 
and (3) laws. The elements of language are the sounds, the words, 
and so on; the operations combine these elements in various system-
atic ways; and the laws restrict the range of the operations. 
This is true for all systems. Consider the "new math." Funda-
mental to a discussion of any aspect of mathematics (~. £., addition, 
subtraction, multiplication, and so on) is an understanding of the 
system of mathematics: its elements, operations, and laws. In 
exactly the same way, an understanding of the system of the arts 
of language is fundamental to a discussion of the individual arts. 
As a linguist, I am primarily interested in the nature of the 
system itself. It delights me. But I recognize every day, almost 
every hour, that most persons do not share my delight in the system 
as system. Rather, these other persons are interested in various 
~ of the system, in the arts to which the system applies. And 
here, it seems to me, is the basis for all instruction in a summer 
institute. 
Fundamental to each institute should be a course in the nature 
of the system of language. Complementary to this, there should 
be courses--modu1es--which are concerned with the application of 
this system in various areas: speech, composition, drama, reading, 
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and so on. Not all participants in the institutes would take all the 
available modules; probably not all possible modules would be offered 
at each institute. But as each participant worked within a module, 
she would see how the theoretical basis of that module was the same 
as for every other module. She would also begin to see how the 
modules interact, how--in fact--it is possible to instruct children in 
several "arts" at the same time. And this, I decided, is the point 
that Mr. Slaughter was making. 
In short, I am suggesting that we produce a flexible syllabus that 
would focus,· in the first place, on the nature of the system of lan-
guage, and then, in the second place, would apply the notions derived 
from this first consideration to a variety of particular "arts." If I 
may conclude by extending a concept which Chomsky first stated last 
November at the N. C. T. E. annual meeting: the linguist is concerned 
with defining '''rule-governed creativity" in language .(the system 
whereby each of us can, potentially, construct an infinite number of 
sentences); the others in the broad field of the English Language Arts 
are concerned with "directing rule-governed creativity" in various 
significant ways. 
